American University in Cairo

AUC Knowledge Fountain
Archived Theses and Dissertations
November 2021

Developing intercultural communicative competence and
proficiency of advanced Arabic learners: a proposed framework
Mahmoud M. Shoman
The American University in Cairo AUC

Follow this and additional works at: https://fount.aucegypt.edu/retro_etds
Part of the Educational Methods Commons, and the Language and Literacy Education Commons

Recommended Citation

APA Citation
Shoman, M. M. (2021).Developing intercultural communicative competence and proficiency of advanced
Arabic learners: a proposed framework [Thesis, the American University in Cairo]. AUC Knowledge
Fountain.
https://fount.aucegypt.edu/retro_etds/2437

MLA Citation
Shoman, Mahmoud M.. Developing intercultural communicative competence and proficiency of advanced
Arabic learners: a proposed framework. 2021. American University in Cairo, Thesis. AUC Knowledge
Fountain.
https://fount.aucegypt.edu/retro_etds/2437

This Thesis is brought to you for free and open access by AUC Knowledge Fountain. It has been accepted for
inclusion in Archived Theses and Dissertations by an authorized administrator of AUC Knowledge Fountain. For
more information, please contact fountadmin@aucegypt.edu.

Running head: Developing Intercultural Communicative Competence and Proficiency

i

Developing Intercultural Communicative Competence and Proficiency of Advanced Arabic Learners:
A Proposed Framework

Mahmoud M. Shoman

May 2011

The American University in Cairo
School of Humanities and Social Sciences
Teaching Arabic as a Foreign Language department

Developing Intercultural Communicative Competence and Proficiency of Advanced Arabic Learners ii
Author note
This thesis is submitted in partial fulfillment of the requirements for the Master of Arts
degree and has been approved by:
Dr. Iman Soliman
Thesis Committee Chair / Adviser ________________________
Dr. Raghda El Essawi
Thesis Committee Reader / Examiner _______________________
Dr. Atta Gebril
Thesis Committee Reader / Examiner _______________________

_________________
Department Chair/
Program Director

_______

___________

____

Date

Dean

Date

Developing Intercultural Communicative Competence and Proficiency of Advanced Arabic Learners iii
Acknowledgements
Dr. Iman, thank you for believing in me! I would have never made this project real without your
early support. Dr. Badawi, thanks for being you! Every class I took with you, every discussion we
had, and every life experience you relayed to me was an inspiration. Dr. Raghda, thanking you for
helping me would be an understatement as you are the one who granted me a career in TAFL. I just
hope all Egyptians have your dedication! Dr. Atta, I very much appreciate your dedicating time and
effort to me during very hard times on all of us. Dr. Zeinab Taha, your work was of great assistance,
but more than that you provided instant help when I requested it. Dina Al-Dik, very special thanks
goes to you! You are a very enthusiastic, helpful, and kind-hearted person first and teacher second. I
am positive you will have a brilliant future. Thank you all participants, your high spirits encouraged
me great deal. Thank you dear colleague teachers at the Center for Arabic Study Abroad (CASA).
Your feedback and invaluable analysis enlightened me. CASA staff, Wassima, Hani, Moheb, Emad,
and Masoud, I honestly love going to CASA to enjoy the morale you color the place with! Thank you
for helping us all without hesitation.

Developing Intercultural Communicative Competence and Proficiency of Advanced Arabic Learners iv

ﺑﺴﻢ اﷲ اﻟﺮﺣﻤﻦ اﻟﺮﺣﻴﻢ
ِ
ِ "وَﻻ ﺗﺤﺴﺒ ﱠ
ِ ِ ﺬ
أَﻣ َﻮاﺗًـﺎ
ْ ﻳﻦ ﻗُﺘﻠُﻮا ﻓﻲ ﺳَﺒِﻴـ ِﻞ اﻟﻠﱠﻪ
َ ﻦ اﻟﱠ
ََ ْ َ َ
ِ
ِ
ﻮن
َ ُأَﺣﻴَـﺎءٌ ﻋ ْﻨﺪَ َرﺑﱢﻬ ْﻢ ﻳُ ْﺮَزﻗ
ْ ْﺑَـﻞ
ِ
ِ
"ﻀﻠِﻪ
ُ ﻴﻦ ﺑِﻤَﺎ آَﺗَـ
َ ﻓَﺮِﺣ
ْ َﺎﻫﻢُ اﻟﻠﱠﻪُ ﻣ ْﻦ ﻓ
It never crossed my mind that my dedication could be to any person but my father, who
passed away in 2009. Nonetheless, due to every value my father implanted in me, and inspired by his
soul that still lives in me, I have to make this dedication to KARIM.KARIM BANNOUNA, one of the
martyrs who stood up for freedom during the people’s revolution on January 25th, 2011.To KARIM:
I met you very few times and I did not get to know you closely, but now I know you very well! I know
you because you made me realize why I am writing this thesis and why I am taking this degree; and I
know you because I know everything I do and everything I will do is for the sake of this country, the
freedom of her people, and the future of her children. Thank you KARIM and thank you to all the
martyrs on behalf of myself, my family, and every free Egyptian! Whenever my will weakens or my
hope fades away, I will look at your pictures and fulfill my promise that your spilt blood will never
go in vain!

Developing Intercultural Communicative Competence and Proficiency of Advanced Arabic Learners v

Developing Intercultural Communicative Competence and Proficiency of Advanced Arabic Learners vi
Abstract
This study examines the effect of a proposed course on the communicative competence of studyabroad advanced-level learners studying Arabic as a Foreign Language (AFL) in terms of: 1)
intercultural communicative competence (ICC) and 2) the recognition and production of Arabic
language varieties. The proposed course interrelates Egyptian culture to Arabic language varieties
used by Egyptians. The course proposes a linguacultural framework that focuses on the humanistic
dimension of culture through which different varieties are investigated. It was hypothesized that upon
taking a pilot course, participants’ recognition and production of Arabic varieties would develop, as
well as their ICC abilities. It was not expected that there would be significant progress in
participants’ overall ICC due to the limited duration of the pilot course; however, the main focus was
on the four dimensions of ICC (knowledge, attitude, skills, and awareness) to detect the area of
maximum progress. Results demonstrated significant development in participants’ abilities to
recognize as well as produce Arabic varieties used in Egypt. Results also detected significant
development in three elements of participants’ ICC abilities (knowledge, attitude, and skills), while
awareness development occurred but the difference was not significant.
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Chapter 1: INTRODUCTION

Developing Intercultural Communicative Competence and Proficiency of Advanced Arabic Learners:
A Proposed Framework
In the past few years, Arabic has received enormous global attention. According to the
Modern Language Association (MLA), Arabic moved up to become the eighth most studied foreign
language at US colleges and universities in 2009 (Furman, Goldberg, & Lustin, 2010).Almost every
reputable university around the globe has programs of Arabic teaching and Arabic studies. This led
the MLA to remove Arabic from the list of less commonly taught languages in 2007. Increased
attention resulted in growing numbers of students studying Arabic as a foreign or second language:
the percentage of American higher-education students enrolled in Arabic programs increased
between 2002 and 2006 to 126.5% (Furman, Goldberg, & Lustin, 2007). This has resulted in the
development of all components of the Arabic teaching process: teachers and teacher-training
programs, curricula, and teaching methodologies. On the other hand, students who achieve nativelike or even distinguished levels are very few in comparison to the overall number of foreign Arabic
learners, according to the American Council on the Teaching of Foreign Languages (ACTFL) Arabic
proficiency guidelines (ACTFL, 1989, p. 374). Though no statistics are available to support this
claim, certain indirect indications support it: teachers and scholars’ observations (Al-Batal & Belnap,
2006; Taha, 2006), and repeated calls by many institutions and scholars that curricula and programs
incorporate the objective of achieving Arabic native-like proficiency (diglossia-proficiency) (AlBatal, 1992; Badawi, 2002; Taha, 2006). A more statistical observation reported by the Modern
Language Association (MLA, 2007) in the book Language Diversity in the USA states that “The
continued dearth of students reaching advance fluency in Arabic is evident, however, in the fact that
advanced level enrollments in Arabic make up no more than 12.8 percent of all enrollments”
(Potowski, 2010).
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Though the issue of few students achieving higher proficiency level in different languages is
still in need of extensive research (Byrnes, 2006; Byrnes, Weger-Gunthorp& Sprang, 2005; Leaver &
Shekhtman, 2002, cited in Samimy, 2008), the problem with Arabic is more challenging because of
its diglossic/polyglossic nature.
In order to illustrate the challenges foreign Arabic learners face, I will make a quick
comparison between a native Arab child, and how he or she establishes his or her communicative
competence, and a foreign Arabic learner. The Arab child subjected since birth to a certain dialect;
while he or she acquires the linguistic code of this dialect through building his or her linguistic
competence, associated pragmatic and cultural competences are established by means of trial and
error to guide the child towards selecting when to use the linguistic code and how to use it with
people. When the child starts going to school, Modern Standard Arabic (MSA) merges with his
linguistic competence and concurrently his or her pragmatic and cultural competences grow to
include new cultural, social, and societal experiences. At this point, the child possesses a wide pool
of lexical, semantic, phonological, and morphological codes and an equally wide, if not wider, pool
of cultural experiences. For every utterance this child makes, he or she uses his or her acquired
communicative competence to automatically associate certain linguistic codes with their relevant
pragmatic illocution and cultural appropriateness.
Comparing this with the foreign Arabic learner, for the sake of detecting areas of deficiency
and not for the sake of simulation, shows a reversed, ill-constructed process. The learner starts
constructing his/her linguistic competence through the MSA linguistic code. This reversed process
does not establish a well-constructed foundation of pragmatic and cultural competences because
MSA is not spoken so does not allow the student to experience real communication. Furthermore in
most cases the student learns MSA in their home country, where there is no chance for real
communication. As the learner attains a considerable level of MSA, the student starts learning a
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dialect and here comes the worst point of confusion: he/she experiences what he or she subliminally
considers a new language with a linguistic code that does not fit the one he or she already established
with MSA. Not only that, but this new spoken code is presented to the student deprived from its
cultural and pragmatic dimensions. The result is a learner torn between MSA and dialect, without the
native-like sense of automaticity in switching between them. What is worse, the student possesses a
wide pool of linguistic code with no equivalent pragmatic and intercultural code, and hence his/her
communicative competence freezes.
At this point of the study, communicative competence itself must be defined so it can be used
as a point of departure for defining other types of competences. Communicative competence as a
term was coined by Hymes (1972), and he defined it in terms of both grammar rules and the rules of
using appropriate language in different contexts. The conceptualization of communicative
competence was further expanded and analyzed by scholars such as Canale and Swain (1980),
Canale (1983), Bachman (1990) and Celce-Murcia, Dörnyei, and Thurrell (1995). Chalhoub-Deville
(1997) introduced communicative competence in light of Cummins’s (1979) model of Basic
Interpersonal Communication Skills and Cognitive Academic Language Proficiency (BICS/CALP).
In 2006, Usó-Juan and Martínez-Flor (2006a) proposed a well-constructed framework for defining
communicative competence. In this framework, communicative competence includes five
competences: discourse, linguistic, pragmatic, intercultural, and strategic (Figure 1). As Figure 1
demonstrates, all five competences are enclosed in communicative competence and any attempt to
develop communicative competence will not be successful unless all competences are developed.
Out of the five competences, pragmatic and intercultural competences are the points of focus of the
current study. It is fairly easy to discover the interconnection between the two competences only by
reading through the definitions proposed by Usó-Juan and Martínez-Flor (2006a): while pragmatic
competence “…concerns the knowledge of the function or illocutionary force implied in the
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utterance that is intended to be understood or produced, as well as the contextual factors that affect
its appropriacy”, intercultural competence “… refers to the knowledge of how to interpret and
produce a spoken or written piece of discourse within a particular sociocultural context.” It is
obvious that both competences play roles in interlocutor’s choice of utterance, which is the main
premise of the current study.

Figure 1.Components of communicative competence (Usó-Juan & Martínez-Flor, 2008)
From the aforementioned definitions of different competences, it could be argued here that
many study-abroad programs provide the learner with a chance to taste the culture and practice the
target language and therefore develop pragmatic, cultural and hence communicative competences.
While they definitely are of benefit, however, study-abroad programs do not automatically boost
learner’s pragmatic and intercultural competence, as many linguists have shown (Kondo, 1997;
Rodriguez, 2001; Roever, 2001b, cited in Ahn, 2007). The key to filling this gap between different
types of competences is culture: 1) what it is; 2) why it is presented; 3) how it is presented; and 4)
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which of its components add to the learner’s communicative competence and consequently promote
his/her level of proficiency.
This is the main point of focus throughout this study, the what and how of culture teaching in
the Arabic as a Foreign Language (AFL) classroom. And, towards fulfilling the objective of
presenting culture in integration with Arabic varieties, I posit that using a linguacultural framework
for developing Intercultural Communicative Competence (ICC) can help teachers fill the gap in
student’s intercultural and indirectly pragmatic competence. This gap is to be filled by putting the
student in different cultural, social, and societal situations that create opportunities for him or her to
interact with native speakers. Interaction helps the learner test his or her acquired linguistic code in
different situations and thus formulate natural links between those codes and their corresponding
cultural and pragmatic circumstances. As communicative competence is the product of other kinds of
competences (Figure 1), developing student’s cultural and pragmatic as well as linguistic competence
will boost his or her overall communicative competence and eventually the student will step up to a
higher proficiency level. To this end, I propose a course based on the aforementioned linguacultural
framework that focuses on the humanistic dimension of culture, through which different varieties are
investigated. I claim that this course can boost the learner’s ICC and recognition and production of
Arabic varieties, which eventually leads to development of overall proficiency.
Rationale and Statement of the Problem
In this study, I embark upon two major problems affecting the field of TAFL and link them
together. The first problem is the diglossic or even polyglossic nature of Arabic: the existence of
MSA and Dialectal Arabic (DA) and other varieties in between. The second problem is teaching
culture without addressing its relationship with Arabic varieties.
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The problem of diglossia is profoundly reflected in instructors’ lack of consensus on its
theoretical conceptualization. There is no agreement among teachers on how to define Arabic
varieties and accordingly on what and how to teach. In fact, linguists themselves have not reached an
agreement on the classification of Arabic varieties. This lack of consensus explains the multiplicity
of models proposed by linguists and discussed in details in the section “Diglossia and Arabic
Varieties” (page 15). Many linguists still adhere to the Fergusonic perspective (1959a) that sees
Arabic as composed of a high variety and a low one; others perceive the two varieties as only the
ends of a continuum. These conflicting ideas are not limited to foreign linguists; defining varieties is
still a matter of debate among native counterparts.
Old-school Arabic linguists and teachers, especially those with religious backgrounds, tend to
take a firm stand against dialects, considering them mutilated forms of MSA or Classical Arabic
(CA) and as such not appropriate for teaching in the classroom. Another group of linguists and
teachers recognizes dialects but still believes that they are not to be taught in class as exposure in
everyday life is more than enough. A third group, which includes Al-Batal and Farghaly, believes in
the necessity of integrating both varieties in the AFL classroom but still is not fully assertive on how
to achieve that. For the first two groups there is no problem since they reject teaching dialects from
the very beginning, but for believers in integration, the challenge remains how to achieve native-like
proficiency in the absence of guidelines on how native speakers themselves switch or mix varieties.
The main problem arising here is that the process of code-switching itself is governed by linguistic as
well as sociolinguistic, cultural and pragmatic factors.
The second problem this study undertakes is the teaching of Arabic culture. Though a major
component of Arabic varieties, culture itself is a problematic area. The way culture is introduced in
the AFL classroom shows a major deficiency in how teachers and learners are provided with an
integrated framework for its presentation (Al-Batal, 1995). The prefaces to different course materials
include impressive statements about the importance of culture and how a particular course highlights
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cultural aspects; however, the actual lessons lack a solid and consistent framework for raising and
developing cultural awareness, appreciation, sensitivity, or communication in a systematic way. This
is highlighted in the lack of an assessment component for this part of such courses, which leads us to
believe that it was not carefully planned and integrated in the work in the first place.
Another problem is what language teachers consider as culture. It has been repeatedly
observed during my experience as a teacher assistant in the AFL classroom that AFL practice
materials focus on places and things when it comes to teaching culture. Very little, if anything, is
presented about the socio-economic or socio-cultural background of the people who are associated
with particular places or things, and very little is mentioned about the language varieties used by
certain people in relation to such places and things. In other words, teaching culture considers the
what aspect and disregards the who. Examples of this approach are: “[a] The Frankenstein Approach:
a taco from here, a flamenco dancer from there, a gaucho from here, a bullfight from there; [b] The
4-F Approach: folk dances, festivals, fairs, and food; [c] The Tour Guide Approach: the identification
of monuments, rivers, and cities” (Galloway 1985, cited in Omaggio Hadley 2001, p. 349).
This materialistic perspective has resulted in materialistic classifications that oversimplify
culture and consequently disregard the complicated nature of language. An example of such
classifications is the famous approach of dividing culture into two categories: “deep culture" with its
everyday life activities and "civilization" with its advanced or formal culture including geography,
arts, politics, etc; these classifications are referred to with a little c and big C respectively (Brooks,
1975). While at first glance this division seems rational, as an attempt to find an easy way to teach
culture, practically it is impossible to achieve. Both categories intermingle and any attempt to isolate
them is inapplicable to the real world. In the end, it is the same person who linguistically,
pragmatically and culturally experiences everyday life activities as well as sophisticated art and
science.
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Another well-known approach is to compare the target culture (C2) to the host culture (C1).
Although comparing C2 and C1 is a method excessively used in culture teaching, I believe that such
a comparison has more shortcomings than benefits; it reinforces the concept of we versus them
(Hammers, 1985), which prevents the student from actual interaction with the new language and its
culture. While this approach highlights aspects of the target culture in comparison to the learner’s
own, it concurrently stigmatizes the other culture instead of thinking of it as a varied representation.
It subliminally sends a message to the student that his or her own culture is the norm while in truth
there is no absolute or global norm in cultural practices.
This paragraph will sum up the above-mentioned problems of teaching Arabic varieties and
teaching culture in the AFL classroom. With Arabic varieties it is a twofold issue: a misconception in
defining Arabic varieties, and the lack of a comprehensive theoretical formula which explains the
process of blending or switching between different varieties that native speaker intuitively performs.
As a matter of fact, the problem of mastering Arabic varieties is multifaceted as it comprises
linguistic, cultural, and sociolinguistic dimensions and as such keeps foreign Arabic learners from
achieving native-like proficiency. This is because native-like proficiency, according to the ACTFL
proficiency guidelines, requires mastering and shifting naturally and adequately between varieties
(ACTFL, 1989, p. 374). Such shifting cannot depend only on knowledge of the linguistic code as the
intuitive decision of shifting itself is based on various cultural factors. As for the problems of
defining and teaching culture in foreign language teaching in general, and in Arabic culture in
particular, I sum up the following points: 1) the absence of a consistent framework for teaching and
assessment; 2) giving more importance to the materialistic dimension (knowledge) at the expense of
the humanistic; 3) classifying culture into “deep culture” versus “civilization”; and 4) using
comparison as an approach to examining the target culture.
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In conclusion, the problems pertaining to teaching Arabic varieties and culture are strongly
intertwined. Therefore it is important that in trying to find solutions for such complex problems, all
the listed points are taken into consideration. This is what I propose to do in the following sections.
Purpose of the Study
As discussed, this study targets two main problems pertaining to language teaching and
culture teaching in the AFL context. It attempts to propose solutions for these two issues by
providing a systematic framework for introducing culture in which Arabic varieties represent a main
component. I adopt a relatively new concept used in defining and assessing cultural performance in
the host culture, intercultural communicative competence (ICC), as it provides a clear-cut definition
and tools of assessment for cultural adaptability.
I therefore propose a linguacultural framework of teaching the what and the who aspects of
culture in which Arabic language varieties delineate a path to follow in this process of culture
exploration. Proposing this framework, I build upon the mutual association between Arabic varieties
and culture. While varieties provide an outline through which culture is presented, culture in return
offers a better understanding of varieties, leading to enhanced varieties recognition and production.
In other words, this study attempts to offer a framework for teaching culture systematically, without
separating language from culture. The framework focuses on the what as well as the who and
emphasizes the relation between them by means of highlighting and analyzing language varieties and
their socioeconomic and sociolinguistic connotations (Figure 2).
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Strategic
Competence

Linguistic
competence

Arabic
Varieties
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Colloquial of the
Illiterate
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Colloquial of the
Basically Educated
ﻋﺎﻣﻳﺔ ﺍﻟﻣﺗﻧﻭﺭﻳﻥ

Arabic influenced by
foreign languages
ﻋﺎﻣﻳﺔ ﻣﺗﺄﺛﺭﺓ ﺑﻠﻐﺎﺕ ﺃﺟﻧﺑﻳﺔ

Colloquial of the
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ﻋﺎﻣﻳﺔ ﺍﻟﻣﺛﻘﻔﻳﻥ

Contemporary
Classical
ﻓﺻﺣﻲ ﺍﻟﻌﺻﺭ

Heritage Classical
ﻓﺻﺣﻲ ﺍﻟﺗﺭﺍﺙ

Communicative

ICC

Figure 2. Integration of Arabic varieties and culture
In constructing the framework I rely heavily on the link between culture and varieties. The
link finds theoretical grounds in Hammers’ (1985) approach towards teaching culture, which
emphasizes the humanistic rather than materialistic dimension of language and culture. This
individual approach simply calls for understanding cultures through understanding people.
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Hammers’ view is that during culture teaching in foreign language classes, all attention is dedicated
towards the outer shell of a culture without getting close to the people who are the core component of
it. He proposed a full simulation of the host culture in class, on condition that all cultural aspects are
seen through the eyes of natives, so students can visualize how natives view things. Adopting the
individual approach can offer a solution to the real problem of disregarding the humanistic dimension
of culture in TAFL classrooms (see page 6), which directly affects learners’ understanding and
recognition of Arabic varieties, as these comprise linguistic, cultural and sociolinguistic dimensions
which can only be realized through observing native speakers.
Importance of the Study
To encapsulate the importance of this study, it proposes an Arabic language course that
develops learners’ communicative competence through developing their linguistic, pragmatic, and
cultural competences. In doing so, language varieties are highlighted consistently and systematically,
developing learners’ choices and uses of them while highlighting their cultural connotations along
with their cultural and pragmatic contexts.
This study could be considered a novelty in the field of TAFL, where ICC as a concept for
developing and assessing culture has never been integrated into any Arabic course.
Research Questions
The research questions which will be addressed in this study are:
1. What effect does the proposed course have on learners’ recognition and production of Arabic
varieties?
2. What effect does the proposed course have on learners’ ICC?
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Theoretical Definitions of Terms and Constructs
Culture is defined as something learned, transmitted, passed down from one generation to the next
through human actions, often in the form of face-to-face interaction, and, of course, linguistic
communication (Duranti,1997).
Intercultural communicative competence (ICC) is defined briefly as the complex of abilities needed
to perform effectively and appropriately when interacting with others who are linguistically and
culturally different from oneself (Fantini, 2006).
Language variety is a form of a language used by speakers of that language. This may
include dialects, accents, registers, styles or other sociolinguistic variations, as well as the standard
language variety itself (Meecham, Marjorie & Rees-Miller, 1989).
Diglossia describes a relatively stable language situation in which in addition to the primary dialects
of the language (which may include a standard or regional standards), there is a very divergent,
highly codified (often grammatically more complex) superposed variety, the vehicle of a large and
respected body of written literature either of an earlier period or in another speech community which
is learned largely by formal education and used for most written and formal spoken purposes but not
used by any sector of the community for ordinary conversation (Ferguson, 1959, p. 345).
Communicative competence is what a speaker needs to know to communicate effectively in
culturally significant settings (Hymes, 1972).
Pragmatic competenceis “… knowledge of social, cultural, and discourse conventions that have to
be followed in various situations” (Edwards & Csizér, 2001).
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Operational Definitions of Terms and Constructs
Language varieties:“varieties is a cover term for selections at all linguistic levels so that choices
between varieties include, for example, choices of one language rather than another, a dialect over
another, one style or register over another, and one form of a directive or refusal over another”
(Myers-Scotton, 1998b: 18, cited in Bassiouney 2009). It coincides with Badawi’s use of the Arabic
term “”ﻣﺴﺘﻮﻳﺎﺕ ﺍﻟﻠﻐﺔ.
Intercultural communicative competence: Fantini further defines “effectively” and “appropriately”
as: “effective usually reflects one’s own view of one’s performance in the LC2 (i.e., an “etic” or
outsider’s view of the host culture); “appropriate” how one’s performance is perceived by one’s hosts
(i.e., an “emic” or insider’s view)” (Fantini, 2006).
Communicative competence: knowing not only the language code, but also what to say to whom,
and how to say it appropriately in any given situation. It deals with the social and cultural knowledge
speakers are presumed to have to enable them to use and interpret linguistic forms (Zhan, 2010).
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List of Abbreviations
Table 1.
List of abbreviations used throughout the study

Abbreviation

Stands for

TAFL

Teaching Arabic as a Foreign Language

AFL

Arabic as a Foreign Language

DA

Dialectal Arabic

ICC

Intercultural communicative competence

IS

Intercultural sensitivity

CASA

Center for Arabic Study Abroad, American University in Cairo

INCA

Intercultural Competence Assessment project

IDI

Intercultural Development Inventory

CCAI

Cross-Cultural Adaptability Inventory

CA

Classical Arabic

VPR

Varieties Recognition and Production Exam
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Delimitations
The proposed course targets only study-abroad advanced-level students; however, if it
showed efficiency, its concepts could be integrated in designing materials for all levels.
Limiting the participants to study-abroad advanced-level students lead to a limited sample
size. The difficulty in finding suitable participants was predetermined by the limited overall
percentage of advanced-level students (see page 1). Moreover, it was extremely difficult to limit
participants’ classroom exposure to the Arabic language to the proposed course.
I had no choice but comparing the results of the current study to the results of somehow
similar studies on languages other than Arabic. Searching tediously for any empirical studies or
models held on Arabic was not fruitful. In fact, this lack of empirical studies is what gives this study
its importance.
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Chapter 2: LITERATURE REVIEW
Introduction
A language is part of culture and a culture is part of language; the two are
intricately interwoven such that one cannot separate the two without losing
the significance of either language or culture
(Brown, 1987, p.123)
This assertion made puts emphasis on the link between language and culture. More than 20
years ago, when Brown made this statement, it might have been new or even debatable; today, no
linguist or language teacher would argue against it. However, on the pragmatic level of applying this
idea, the most important question has not yet been answered: if language and culture are two threads
of one fabric, how can they be taught in language classrooms as one whole to reflect the influence of
culture on linguistic use and vice versa?
In my attempt to answer this question within the context of Teaching Arabic as a Foreign
Language (TAFL), I consider the Arabic language in terms of its varieties, which I believe represent
the link between the Arabic language and culture. That is why this literature review focuses on
studies pertaining to both Arabic varieties and culture in the language classroom in general, and in
the Arabic language classroom in particular. Secondly, it focuses on relatively new studies that aim
to define, describe and assess ICC.
Diglossia and Arabic Varieties
The challenge of Arabic varieties is problematic all the way from conceptualization and
definitions to the rarity of native-like Arabic learners who master the process of code mixing and
switching.

Developing Intercultural Communicative Competence and Proficiency of Advanced Arabic Learners 17
Contrary to the mainstream view that the concept of diglossia was first introduced by
Ferguson, it was in fact introduced earlier by the German linguist Karl Krumbacher in 1902
(Sotiropoulos, 1977, cited in Zughoul, 1980), in reference to the cases of Greek and Arabic.
However, it is thought that the term “diglossia” was first coined by the French linguist William
Marcais, who defined it in reference to the situation in the Arab World (1930, cited in Zughoul,
1980). Nevertheless, Ferguson’s seminal article (1959), in which he considered the situation of
diglossia in four languages: Arabic, Modern Greek, Swiss German and Haitian Creole, is what
inspired many linguists to consider the issue. His definition of diglossia is cited in the definitions on
page 12 of this study.
Since Ferguson introduced the concept of diglossic languages, that is, languages which pose
two varieties, high (H) and low (L) (1959a), Arabic has been viewed in terms of H and L varieties:
Modern Standard Arabic (MSA) and Dialectal Arabic (DA). Even linguists who have opposed
Ferguson’s dichotomous classification of Arabic (Blanc, 1960; Meisels, 1980; Badawi, 1973;
Mejdell, 1999) and realized that the two varieties are the ends of a continuum, describe intermediate
varieties in reference to H and L poles.
Reviewing the literature on diglossia in Arabic is not an easy task because the topic
comprises linguistic, cultural, and sociolinguistic aspects and almost every aspect is still
controversial. For the aim of focusing on the scope of the study, this literature review focuses on
complete hierarchies (models) that have described and classified Arabic varieties. This review will
present an overview of the different Arabic varieties represented by different models, as well as a
description of the model used to define these varieties in this study.
Although many linguists believe that the idea of just high and low Arabic varieties
oversimplifies a real complex situation (Badawi, 1973; Blanc, 1960; El-Hassan, 1977; Holes, 1995;
Mitchell, 1978), only three provide solid hierarchical models of Arabic varieties: Blanc (1960),
Meisels (1980), and Badawi (1973).
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Blanc’s model (1960).
Blanc realized early on that analyzing and describing the characteristics of a segment of
Arabic discourse is very complicated and beyond the existing techniques of descriptive linguistics.
He also realized that the use of a single variety throughout a conversation is not likely to happen:
“…it is the exception rather than the rule to find any sustained segment of discourse in a single one
of the style varieties alluded to.”His analysis of Arabic discourse was purely stylistic, based on
linguistic features. He described two devices that the speaker uses to move up and down between
varieties: leveling, which refers to the speaker substituting the features of one dialect for another of
higher prestige, and classicizing, which refers to borrowing features from Classical Arabic. He
described switching between varieties in terms of using these two devices. He divided Arabic
varieties into:
•

Plain colloquial: any local dialect

•

Koineized colloquial: leveled plain colloquial

•

Semi-literary (elevated colloquial): highly classicized plain or koineized colloquial

•

Modified classical: classical Arabic with dialectal admixtures

•

Standard classical: pure classical Arabic with no dialectal admixtures

It is worth noting that Blanc used degrees of formality (formal, mildly formal, formal) as a criterion
for describing sub-leveled varieties.
Badawi’s model (1973).
Unlike Blanc, Badawi’s classification was not founded only on a linguistic basis but also on
social and sociolinguistic bases. Published in 1973, his book Mustawayāt al-‘Arabīyah al-mu‘āsirah
fī Misr, challenged two common myths about Arabic: firstly, that Arabic is dichotomously divided
into two separate entities ( ;ﺍﻟﻔﺼﺤﻲ ﻭﺍﻟﻌﺎﻣﻴﺔstandard Arabic and colloquial Arabic); secondly, that
Arabs in the Arabian peninsula spoke standard Arabic only ()ﻓﺼﺤﻲ, even before Islam, as the “norm”
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and in all situations. Badawi posited that Arabic has always had at least two varieties, even during
times of “language purity”: his view that the language used in everyday life situations was local
dialect belonging to every tribe or group, while a standard Arabic was a lingua franca between all
Arab peoples, opposed the common view that Arabs used “pure” standard Arabic in every and all life
activities.
Badawi defined the difference between the terms language, dialect, and language levels
operationally on two levels: language as an abstract term used to refer to Arabic in general; dialect to
refer to a specific form used in a certain area, as in “Cairene dialect”; and language levels, to treat
both language and dialect on an equal basis: standard level vs. dialectal level. Badawi investigated
Cairo as an intact speech community, all the people speaking a particular language or dialect whether
in a single geographical area or dispersed throughout various regions, possessing all the
characteristics of language levels from which we can generalize about Egypt, which a bigger speech
community.
Compiling a corpus of Egyptian radio shows in different fields, Badawi classified Arabic into
five main levels (varieties). What is more important than the classifications themselves is the
emphasis on representing these levels as part of one continuum, in which one cannot set definite
points where one level ends and another begins. He viewed this merging as a simulation of the colors
of the rainbow (light spectrum), where each color fades gradually and intermixes with the color on its
border to result in infinite combinations of color degrees. Badawi stressed the fact that these varieties
are in continuous interaction and that speakers normally switch back and forth according to the
situation, context, interlocutor and the purpose of the speech act, be it a lecture at the university, an
everyday life activity, or an intimate conversation between a husband and wife.
Badawi described the five proposed varieties as follows:
•

Heritage Classical ()ﻓﺼﺤﻲ ﺍﻟﺘﺮﺍﺙ: pure classical Arabic.
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•

Contemporary Classical ()ﻓﺼﺤﻲ ﺍﻟﻌﺼﺮ: classical Arabic influenced by features of
contemporary civilization.

•

Colloquial of the Cultured ()ﻋﺎﻣﻴﺔ ﺍﻟﻤﺜﻘﻔﻴﻦ: colloquial Arabic influenced by features of classical
Arabic as well as contemporary civilization.

•

Colloquial of the Basically Educated ()ﻋﺎﻣﻴﺔ ﺍﻟﻤﺘﻨﻮﺭﻳﻦ: colloquial Arabic influenced by features
of contemporary civilization.

•

Colloquial of the Illiterate ()ﻋﺎﻣﻴﺔ ﺍﻷﻣﻴﻴﻦ: pure colloquial.
The first impression of Badawi’s hierarchy is that it is constructed on the basis of
education. As Badawi suggested, the level of education itself, especially at the time the book
was published, reflected social class, economic class, gender distribution and even
geopolitical inclination.
Figure 3 demonstrates Badawi’s claim that each variety is the outcome of a blend of three

sources: Classical Arabic ()ﺍﻟﻔﺼﺤﻲ, Colloquial Arabic ()ﺍﻟﻌﺎﻣﻴﺔ, and Foreign Elements ()ﺍﻟﺪﺧﻴﻞ, where
the percentages of each vary from one variety to another.

Figure 3. Components of Arabic varieties (Badawi, 1973)
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Badawi drew an overall linguistic map of every variety; in it he observed certain linguistic
patterns (morphological, phonological, structural, and lexical) and how the intensity of each pattern
is amplified or lessened. For the sake of Badawi’s study, this picture was more than enough;
however, his work should have been adopted and funded to create an inventory of the features of
every variety from all dimensions, including the pragmatic and cultural. Had this been done, we
would have had a huge database and corpus to guide us towards understanding the process of codeswitching, and thus would have been able to help foreign Arabic learners master this process.
Meiseles’ model (1980).
Following the same path Blanc used in classifying Arabic varieties, Meiseles (1980)
introduced another model founded on a stylistic basis. He claimed that Arabic is not merely diglossic
but rather a quadriglottic language comprising four varieties: literary or standard Arabic,
oral literary Arabic, educated spoken Arabic and basic or plain Arabic.
Other models.
Holes (2004), like Badawi, thought of the language of Arabic speakers as a continuum with
pure MSA and pure regional dialect as its two ends, where each speaker constantly shifts between
styles. However, he did not set boundaries for these styles.
Others, such as El-Hassan (1977) and Mitchell (1986), posited the existence of an
intermediate variety between MSA and vernaculars called Educated Spoken Arabic (ESA). Though
they agreed on the name, they had different perspectives of the definition: whereas Mitchell defines it
as a “mixture of written and vernacular” (1986), El-Hassan thinks of ESA as a variety that is neither
classical nor colloquial.
The inclination of most of the models discussed above towards considering only linguistic
competence, rather than the linguistic, pragmatic, and cultural competencies of the Arabic speaker, is
reflected in the process of Arabic instruction. Such models produce a learner who is able to construct
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a grammatically correct utterance; however, the use of the language grammatically is not enough to
produce a native-like foreign Arabic speaker. This sole emphasis of teachers and course designers on
linguistic competence is the main reason behind the scarcity of higher-than-superior Arabic learners.
True communicative competence cannot be achieved unless students develop linguistic, pragmatic,
and cultural competencies (Taha, 2006).As Taha simply and accurately puts it “…they know what,
when, how, and to whom they may say one thing and not the other” (Taha, 2006).This is the reason
why Badawai’s model is by far the most relevant: it describes the linguistic situation of Arabic in
relation to its sociolinguistic and pragmatic contents.
Pragmatic competence, defined by Edwards and Csizér (2001) as“… knowledge of social,
cultural, and discourse conventions that have to be followed in various situations”, involves
knowledge of cultural conventions as one of its main components. While the student relies on
grammar to construct what he or she wants to say, he or she relies on knowledge of culture to decide
when, how, and to whom to say the constructed sentence. It is obvious that language and culture are
intertwined and that any attempt to develop a learner’s communicative competence involves
simultaneously developing his or her linguistic as well as cultural competence. In the following
section, I will review the literature on culture from the perspective of culture teaching and assessment
in language classrooms.
Culture
Culture, a term widespread among linguists, teachers, and course designers, is used in each
and every commercial and customized language course. Teachers, when participating in discussions,
conferences, or roundtables about the importance of culture as a language skill, give elongated
rhetorical answers. Yet in classrooms, culture is used by many teachers as an additive or as a
“superficial aspect of language learning programs”, as described by Lange (1999, cited in Allen,
2000) and further supported by Omaggio (1993),to spice up the class with a couple of pictures, a
song, and a popular dish. It would be a false claim to generalize this, as many teachers do integrate
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cultural aspects into their classroom materials; but these remain personal efforts that are not guided
by unified guidelines.
Teachers are not to be completely blamed for the misconception and problematic presentation
of culture since culture is a hard-to-define term (Hinkel, 2003, p. 132). Attempts to theoretically
define, analyze, and set measurable values for culture have been many, but none have been exclusive
enough to eliminate others. The reason simply is that culture is too wide a concept to be thoroughly
defined and any definition is very easily argued against as limited and inaccurate. Consequently,
assessing and measuring the development of culture as a skill becomes a difficult and relative issue.
Kramsch (1995) cited two main approaches to defining culture: through the field of the
humanities and through the field of the social sciences. Still, definitions within each field are
numerous. In the humanities all definitions practically have the same essence as they all refer to
culture in terms of materials produced, such as the arts, literature, social institutions, or artifacts of
everyday life and how they were preserved throughout history. On the other hand, defining culture in
the field of the social sciences focuses on culture in terms of underlying values, beliefs, ideals, and
behaviors as well as the shared assumptions of a group of people about life, and about what they
consider right or correct. The current study does not totally disregard the humanities’ perception of
culture, welcoming it as invaluable subject matter that can enrich the course content. But it is in the
social sciences’ understanding of culture that this study finds theoretical roots. Studying culture,
therefore, involves an ethnographic approach based on observations. This approach was pioneered by
the Polish anthropologist Malinowski, with his seminal observational work in the Trobriands Islands
in New Guinea. He later consolidated these observations into a scientific theory of culture
(Malinowski, 1979).
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In reviewing the literature written on culture, it is important for the sake of this study to
follow a pragmatic path that focuses on culture in language teaching. This helps avoid being
distracted by the ongoing debates about conceptualization of culture and its aspects. Kramsch (1995)
was very precise in describing culture in terms of the relation between language and culture in the
language classroom. I use the Kramsch study as a guide to track this relationship and build upon it in
outlining the proposed framework.
With regards to language teaching, Kramsch claimed that teaching culture is a process of
“…teaching people how to use somebody else's linguistic code in somebody else's cultural context”
(Kramsch, 1995, p. 85). She pointed out that history witnessed three abstract types of link between
teaching language and teaching culture: universal, national, and local.
Universal link between language and culture.
During the times when studying Latin was a pathway to the universal culture of the European
elite, the concept of universality interconnected with accessing the literature of a certain culture. In
other words, the language was taught as a linguistic code out of any cultural context, but was to be
used in acquiring a universal culture manifested in the works of literature of this language (Kramsch,
1995).
National link between language and culture.
The relationship between language teaching and culture witnessed a pivotal shift with the
development of linguistics as a distinct field. At this point in history, language and culture took two
different paths and language was viewed in terms of acquiring skills deprived from cultural values.
Language was still used as a tool for accessing literature to familiarize oneself with a culture, but in
this case national literature limited to the language studied (Kramsch, 1995).
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This national link created a gap between language and culture, a gap that has widened in the
past 30 years. Culture in class became to be limited to exclusively designed activities such as culture
capsules, culture clusters, photos, and even authentic texts, rather than being incorporated as an
integral component throughout the process of language teaching (Kramsch, 1995).
Local link between language and culture.
The result of the above-mentioned phase was that culture came to be considered as a fifth
skill, independent from speaking, listening, reading and writing. However, the spread of education in
the 1970s led to a shift in the perception of the link between language and culture, towards a
relationship viewed in the light of shared human needs. Local, as a description of the link, referred to
everyday life activities performed between the speakers and hearers of every language. So, language
is viewed as a set of pragmatic rather than structural functions. These pragmatic functions are
manifested in every speech act of everyday life activities (Cohen, 1996, cited in Ahn, 2007).
The approach Kramsch used to review perspectives towards language and culture is generic
and comprises a multitude of approaches on the operational level. This review of the relation
between culture and language in class can be summarized in a call made by Kramsch for teachers to
teach not language and culture or culture in language, for teaching language as culture is the main
premise of my study. In the following section, I will review the history of culture instruction in AFL
classrooms.
Culture Teaching
After reviewing conceptualization on the relation between culture and language
learning/teaching, it is time to shed the light on the actual presentation of culture in the foreign
language classroom. Culture teaching and learning witnessed a pivotal shift from being a static mass
of facts and knowledge to a dynamic interaction and communication on different levels. This shift is
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clearly observable in the difference between culture-learning models constructed in the seventies by
Brooks (1975) and Nostrand (1974) versus more recently constructed models by Moore (1991)
(Paige et al., 1999).
In 1999, the Center for Advanced Research on Language Acquisition (CARLA), University
of Minnesota published the book Culture Learning in Language Education: A Review of the
Literature (Paige et al., 1999). This book reviewed the conceptualization and the empirical research
on culture teaching and learning. This review came up with important conclusions that help draw a
picture of the status of culture in the language classroom until the year of publication. Among the
most important pragmatic conclusions is that culture “…has been defined mostly in terms of facts
about the target culture” and that “…there has been little written on culture defined in more culturegeneral, intercultural competence terms”. The report pointed out the real need of research on
alternative text books that “…incorporate a far wider range of cultural elements and involve the
learner more actively in the culture learning process”. The most important aspect that the report
reviewed is the assessment of culture learning, it was concluded that assessment is focused on
“factual cultural knowledge”. It is interesting that the report listed new “promising” assessment
methods like the Intercultural Development Inventory mentioning that they look at different aspects
of cultural learning.
In comparison to the 1999 report discussed above, culture teaching has taken a more
pragmatic and defined shape in the following years. Reviewing some of the more recent empirical
research addressing culture teaching and learning, Wright (2000) demonstrated the aforementioned
shift by comparing culture as information to culture as affective process. Wright provides empirical
evidence that process-oriented approach to cultural information provides learners with the
opportunities to comprehend, internalize, and feel comfortable with unfamiliar social demands.
Bateman (2004) examined the effect of ethnographic interviews with native speakers on learners’
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attitude towards C2, cultural awareness and communicative competence and they showed significant
efficiency. In 2005, Schulz proposed fundamental objectives for culture learning in the foreign
language classroom mainly targeting cross-cultural awareness and developing communicative
competence. Building upon these objectives, Schulz called for using “alternative forms” of
assessment like self-assessment, reflective journals, diaries, or portfolios.
With the introduction of the ACTFL guidelines and then the Standards for Foreign Language
Learning in the 21st Century (National Standards, 2006), shift towards substituting cultural factual
learning for intercultural communication using a unified framework became the norm. The Standards
for Foreign Language Learning targets helping students “understand a different language on its own
terms’’ (National Standards, 2006, p. 47). In a very recent study investigating culture teaching with
regards to teachers and teacher educators, Byrd et al. (2011) demonstrated that still minimal time is
dedicated to culture teaching with respect to other linguistic aspects. Byrd et al. thought of this
deficiency as unsurprising as L2 teaching-methods courses that teachers undergo do not pay much
attention or time to the methods of culture teaching. After shedding the light on culture teaching, in
the following section I will review culture teaching in the AFL classroom.
Arabic instruction and culture.
As mentioned earlier, the importance of teaching Arabic as a foreign language (TAFL) has
gradually increased over the years. With this came the development of curricula. Though Europe
came in contact with the Arabic language long before the US, the field of TAFL has received special
attention in the US in the past few years and consequently the designing of materials for instruction.
Tracing back the origin of Arabic teaching in American universities, Harvard University was the first
to include Arabic, but initially the sole purpose was the study of the Bible. For this purpose CA was
the only variety that drew the attention of scholars. It wasn’t until the 1950s that attention was
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directed towards communication and hence MSA was introduced. This move did not have much
impact on materials for the only change was substituting CA texts with MSA ones, without any
pedagogical modifications (Abuhakema, 2004).The 1980s witnessed a revolution in language
learning. With the introduction of the proficiency-based approach, culture was first referred to as an
extant domain among the four language skills: listening, speaking, reading, and writing. As a result,
attempts to incorporate culture into TAFL materials occurred in materials such as: Let’s Learn
Arabic, aproject at the University of Pennsylvania (1986); the Ahlan wa-sahlan project at the Ohio
State University (1989); the Middlebury College’s School of Arabic Proficiency-Materials project
(1991) (Abuhakema, 2004); and theAlkitab ala’sasi project at the American University in
Cairo(1987). Though the cultural component was integrated at this time, it still did not offer solid
frameworks for instruction and assessment even with the setting of the ACTFL Provisional
Proficiency Guidelines in 1982.
A giant leap towards fully integrating culture in course materials in the field of TAFL took
place when Al-Kitaab series (Al-Batal, Brustad, & Tunisi, 1995) was published for the first time,
integrating both MSA and Egyptian Colloquial Arabic (ECA) to the cultural aspect. With the same
approach came Elementary Arabic: An Integrated Approach and Intermediate Arabic: An Integrated
Approach project (Yale University Press, 1995) integrating MSA and spoken Levantine Colloquial
Arabic (LCA). These two books incorporated the cultural component through authentic materials
portraying everyday life of Arabs.
Al-Batal, an advocator of integrating culture in language instruction, emphasized that one of
the main problems in presenting culture in Arabic curricula is the absence of clear cultural objectives
to be introduced and assessed. He committed himself to overcoming this problem in Al-Kitaab series
by setting definite objectives for cultural aspects. Though setting objectives is considered a very good
starting point, the question becomes to what extent teachers abide by them while teaching Al-Kitaab,
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and if they do abide, what tools do they posses to achieve them, and more importantly, how do they
ensure their fulfillment with the lack of assessment criteria?
What is worth mentioning for the sake of this study is one of the objectives that Al-Batal
stressed, which is the ability of the student to choose the variety to use (MSA, ECA) according to the
situation. Al-Batal viewed this process of switching between MSA and ECA as a component of
cultural competence rather than linguistic competence. This concept is relevant because it puts
switching between varieties under cultural objectives, and as an essential objective towards achieving
“the ultimate level of proficiency” (Al-Batal, 1995), and this is a core concept of the current study
and proposed course. Al-Batal’s statement reinforces the claim made by thesis that Arabic varieties
equally carry cultural weight and linguistic weight, and hence both competences should be developed
in pursuit of developing overall proficiency. This in turn explains the necessity of training students
on cultural features associated with each variety, in order for them to be able to select the appropriate
variety to use.
Hadoota Masreya, another example of materials that highlight culture as a main component
of language. This book, developed in the Center for Arabic Study Abroad (CASA) at the American
University in Cairo by Tunisi et al. (2008) is designed for teaching Egyptian colloquial Arabic.
Interestingly, this book incorporates both culture and Arabic varieties, but the problem remains that
they are both presented theoretically and without real integration – this clearly appears in the lack of
drills, exercises, or activities that require students to actually interact using different varieties, not to
mention the lack of assessment criteria.
Though they do not fully adopt the language as culture approach, books such as Al-Kitaab
and Hadoota Masreya demonstrate an inclination with the TAFL field to revisit the culture teaching
process. Nonetheless, empirical observations and complaints made by students demonstrate that the
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outcome is yet to impact them. This is due to two main reasons. First, changing the materials without
changing the mindset of the teachers who still focus on linguistic competence at the expense of
pragmatic and cultural competences is useless. Second, the absence of any assessment of learners’
performance regarding the cultural component lowers the likelihood of results. Assessment is a
decisive factor in designing any course because without it there no proof that what is taught in the
classroom pays off, and what’s more learners pay less attention. For these reasons, I posit that any
course should provide the teacher with operational definitions and levels for culture, and an adequate
assessment tool. The key to achieving this is in a relatively new field of science, discussed in the
following section, namely intercultural communication (IC).
Intercultural Communication (IC)
Intercultural language learning is the biggest change in language teachers’ practice
since the 1980s … offering the chance to deepen the learning experience by
encouraging social interaction, making connections with other learning areas and
supporting self-reflection.
(Tedesco, n.d., cited in Mahoney, 2009)
The shift towards the use of IC as a concept in the field of foreign language teaching was not
abrupt. It came as a natural result of the drastic shift in linguists’ perspective of culture in foreign
language teaching, accompanied with the introduction of the communicative competence approach.
As mentioned above, culture was initially and for years viewed as an additive to language courses
and classrooms, where all such additions came in the form of knowledge and facts, but this changed
to a view of culture as an integral social component of language learning. In the following section,
development of IC and its incorporation into foreign language teaching will be reviewed.
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IC incorporates research from three major fields: social psychology, interpersonal
communication, and anthropology. It coincides with education objectives generally and foreign
language teaching objectives specifically since its expected outcome is interaction in different
cultures. IC is defined by Samovar and Porter (2000) as “the unique field that entails the
investigation of the elements of culture that most influence the interaction when members of two or
more cultures come together in an interpersonal setting” (p. 6).
Historically, IC was initially presented in the 1950s in the field of Peace Corps research to fill
in the cultural communication gap between volunteers from different backgrounds (Sinicrope, Norris,
& Watanabe, 2007). In the 1970s and 1980s, IC expanded to include various fields such as business,
education, and medicine. From the 1990s until the present time, research involving IC became more
specific in terms of the description and assessment of its behavioral and functional aspects.
When IC, an umbrella concept of interpersonal interaction in different cultures, adjoined the
concept of communicative competence, which has been widely fostered in foreign language learning,
the concepts of Intercultural Communicative Competence (ICC) and Intercultural Sensitivity (IS)
evolved. Research referred to ICC by various names (Table 2) but this does not mean that they are
synonymous. Throughout this study, the researcher uses the two terms just mentioned: ICC and IS.
ICC and IS are two closely related terms; in fact IS is a main aspect of ICC. Nonetheless,
scholars such as Hammer, Bennet, and Wiseman (2003) attempted to draw lines to define both
concepts. They thought of IS as “the ability to discriminate and experience relevant cultural
differences” whereas ICC as “the ability to think and act in interculturally appropriate ways” (p.
422). In other words, IS is the perception of the individual toward the world (worldview) while ICC
is interacting and performing in different cultures based on this worldview.
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This study focuses on the importance of ICC to foreign language learning and teaching as it
proposes an approach that develops ICC through a consistent framework for presenting culture. It
also uses principles of ICC and IS for assessment throughout the process of culture teaching.
Table 2.
Alternative terms for Intercultural Communicative Competence (ICC) (Fantini, 2006)

Transcultural communication

Global competence

Intercultural interaction

Cross-cultural communication

Cross-cultural adaptation

Intercultural sensitivity

Cross-cultural awareness

International competence

Effective inter-group
communications

Global competitive
intelligence

International
communication

Cultural sensitivity

Cultural competence

Communicative
competence

Intercultural cooperation

Ethnorelativity

Biculturalism

Multiculturalism

Plurilingualism

Metaphoric competence

As mentioned above, ICC is interdisciplinary and not limited to the field of language
teaching. While this enriches the concept and has exposed it to research from various angles, it
increases the complexity of reviewing the literature on it. That is why it is helpful to follow the path
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of research of a technical report published by the University of Hawai‘i entitled Understanding and
Assessing Intercultural Competence: A Summary of Theory, Research, and Practice (Sinicropeet al.,
2007). The report serves the purpose of this study perfectly as it thoroughly reviews all aspects of
ICC within the scope of foreign language teaching. The report is very detailed and classifies ICC
according to different perspectives: theoretical frameworks, assessment scales, and assessing
intercultural competence outcomes in higher education. However, only two aspects are important for
the scope of this study: 1) frameworks for conceptualizing ICC, and 2) assessing ICC.
Throughout this report, it is evident that the wide and interdisciplinary concept of ICC does
not cause debate among scholars of different disciplines. However, differences lie in the way
disciplines utilize ICC and dismantle it into elements that serve their field of research. In other
words, dimensions of ICC in each of the following models to be discussed reflect the scopes within
which ICC is looked at, be they behavioral, social, pragmatic, or educational. These varied scopes are
the reason behind the alternations in terminology demonstrated in Table 2. This section of the review
explains ICC from different perspectives and leads to the choice of an appropriate model on which
the proposed framework is based, and consequently the most applicable assessment tool.
Starting with frameworks conceptualizing ICC, I will review the main four: A) Ruben’s
behavioral approach to intercultural communicative competence (1976) which considers ICC from a
behavioral dimension only; B) two multidimensional European models built upon each other:
European multidimensional models of intercultural competence (Byram, 1997) and (Risager, 2007);
and C) Bennett’s Developmental Model of Intercultural Sensitivity (DMIS) (Bennett, 1986).
Ruben’s behavioral approach to intercultural communicative competence (1976).
Having a behavioral basis, this model describes competence based on monitoring actions and
behaviors. This monitoring process evaluates communicative competence in terms of how a person’s
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knowledge, attitude, or intention towards the host culture is reflected in his or her behavior in
different situations.
Ruben (1976) listed seven dimensions of ICC:
•

Display of respect: simply showing respect to others.

•

Interaction posture: treating others in a nonjudgmental way.

•

Orientation to knowledge: realizing that people view the world from different
perspectives.

•

Empathy: putting oneself in someone else’s shoes.

•

Self-oriented role behavior: asking for information and playing a role in groups.

•

Interaction management: interacting and taking turns in discussions.

•

Tolerance for ambiguity: handling new situations in relative comfort.

This behavioral model had a great influence on ICC assessment tools as it opened the door to
performance assessments that monitor actions, rather than self-reporting.
European multidimensional models of intercultural competence: (Byram, 1997) and
(Risager,2007).
While Ruben had a behavioral approach focusing on respectful and non-judgmental
interaction in the host culture, Byram and Risager structured their models in terms of pragmatic,
social, and intercultural competencies. Byram and Risager are two European scholars and the reason
their models are reviewed together is that Risager (2007) built her model on the basis of Byram’s
(1997). Starting with Byram’s model, which was proposed in his book Teaching and Assessing
Intercultural Communicative Competence, Byram was obviously influenced by Hymes (1972), and
Van Ek (1986) in describing communicative competence as the outcome of multiple competences
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(linguistic, sociolinguistic, discourse, social, and sociocultural) in both verbal and non-verbal
communication. Byram’s model was the first to consider the need to conceptualize and classify ICC
in order to help teachers and course designers incorporate it in their classrooms and courses. His
book provides a complete manual for ICC and how it is used in teaching as well as its assessment. It
lists five factors of ICC (p. 34):
•

Knowledge: knowledge about social groups and their cultures in one’s own country and
similar knowledge of the interlocutors’ country, and knowledge of the process of
interaction at individual and societal levels.

•

Education: political education, critical cultural awareness.

•

Attitudes: attitudes towards people who are perceived as different in respect of the
cultural meanings, beliefs, and behaviors they exhibit: relativizing one’s own
experience, valuing others’.

•

Skills: the ability to interpret a document from one country for someone from another,
and identify relationships between documents from different countries.

•

Skills: discover and/or interaction common ground, easily translated concepts and
connotations, and lacunae or dysfunctions.

Risager (2007) constructed her model on the basis of Byram’s. She built upon his concept of multiple
competences and further defined both broad and narrow competences. She described ICC in terms of
ten different competences and skills:
•

Linguistic (languastructural) competence

•

Languacultural competences and resources: semantics and pragmatics

•

Languacultural competences and resources: poetics

•

Languacultural competences and resources: linguistic identity
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•

Translation and interpretation

•

Interpreting texts (discourses)

•

Use of ethnographic methods

•

Transnational cooperation

•

Knowledge of language as critical language awareness, also as a world citizen

•

Knowledge of culture and society and critical cultural awareness, also as a world
citizen. (Risager, 2007: 227)

On basis of these 2 models, many projects and assessment tools were developed: Intercultural
Competence Assessment(INCA)is a distinguished European project for developing ICC assessment
tools, founded by Byram, Kühlmann, Müller-Jacquier and Budin in 2010. Other assessment tools
include the Cross-Cultural Adaptability Index, Intercultural Sensitivity Index in (Olson & Kroeger,
2001), and Assessment of Intercultural Competence (Fantini, 2006).
Bennett’s Developmental Model of Intercultural Sensitivity (Bennett, 1986).
DMIS, on the other hand, is the outgrowth of research in the field of IC in North America.
The original model was established by Milton Bennett (1986, 1993) and further developed by
Hammer et al. in 2003 and Paige, Jacobs-Cassuto, Yershova, & DeJaeghere in 2003.Bennet’s model
was not exclusively designed for academic purposes; it targeted individuals in different corporates.
Utilizing the concepts of psychology and constructivism, this model was based on observing phases
that individuals undergo during the process of achieving considerable competence as intercultural
communicators. Bennet’s view is that such observations can help predict future stages the
communicator will face, and hence work through education on developing his or her skills to be a
better intercultural communicator.
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The DMIS is divided into two stages. The first is ethnocentric, whereby the learner’s own
culture is central in constructing his or her view of the world, and it comprises:
•

Denial of cultural difference

•

Defense against cultural difference

•

Minimization of cultural difference

The second stage is ethnorelative, where one’s own culture is viewed in context of other cultures,
and it comprises:
•

Acceptance of cultural difference

•

Adaptation to cultural difference

•

Integration of cultural difference

This model has been the foundation of several curricula aiming at developing intercultural
education and assessment tools. Though well-defined, it is not relevant for the scope of my study as it
focuses on sensitivity rather than competence, while other models incorporate both.
All the models discussed above are theoretical frameworks. The following section will
present a review of the application of these models in practical projects, and this will help chose a
model to adopt.
Major ICC Projects
The richness of theoretical research in the field of ICC, which focuses on conceptualization
and setting models as discussed in the former section, is a contrast to the scarcity of overall empirical
projects. This scarcity affects the degree of reliability of the theoretical models. To avoid this
problem, I reviewed the literature looking for the most updated, fully-fledged projects in the field.
The search yielded up three studies: Intercultural Communication Competence: Identifying key
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components from multicultural perspectives (Arasaratnam & Doerfel, 2005), Exploring and
Assessing Intercultural Competence (Fantini, 2006), Intercultural Competence Assessment (INCA)
(Byram, Kühlmann, Müller-Jacquier and Budin).
Arasaratnam & Doerfel(2005) introduced an innovative culture-generic method to
intercultural competence. They used a bottom-up approach to avoid subjectivity and the imposition
of readymade dimensions. Though very thorough, the study’s tendency is more towards
conceptualization than implementation. As its concepts were therefore not empirically tested, it is not
an empirical project. For this reason only the latter two projects will be reviewed in detail.
Intercultural Competence Assessment (INCA) (Byram and, Kühlmann, MüllerJacquier and Budin).
The INCA project, funded by the European Union through the Leonardo da Vinci program, is
coordinated by the National Center for Languages (CILT) in the UK by 14 project partners from
industry and research organizations from Austria, the Czech Republic, Germany and the UK.
INCA developed a framework for assessing ICC based on actual observations of the elements
of interaction between groups of people who possess different cultural backgrounds. Constructed on
the basis of solid theoretical work by Byram and other European researchers (Kühlmann, MüllerJacquier and Budin), INCA designed a suite of assessment tools (INCA online, portfolios) which
does not exclusively target language learning but assesses ICC in any discipline on the basis of both
language and subject knowledge competence. INCA adopts an operational definition of IC:
“Intercultural competence enables you to interact both effectively and in a way that is acceptable to
others when you are working in a group whose members have different cultural backgrounds”.
Although INCA does not provide a framework for developing ICC, its assessment tools can
be used as guidelines towards assessing and there on developing its different dimensions. The INCA
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tool comprises assessment scenarios, questionnaires, role-plays and internet-based test materials.
Assessment is the outcome of two sets of elements, one for the assessor and one for the assessed.
Each element comprises three skill levels: basic, intermediate, and full.
The INCA assessor’s manual lists six dimensions of IC:
•

Tolerance for ambiguity: the ability to accept lack of clarity and ambiguity, and deal with
it constructively.

•

Behavioral flexibility: the ability to adapt one’s own behavior to different requirements
and situations.

•

Communicative awareness: the ability to establish relationships between linguistic
expressions and cultural contents, to identify, and consciously work with, various
communicative conventions of foreign partners, and to modify correspondingly one’s
own linguistic forms of expression.

•

Knowledge discovery: the ability to acquire new knowledge of a culture and cultural
practices and the ability to act using that knowledge, those attitudes and those skills under
the constraints of real-time communication and interaction.

•

Respect for otherness: curiosity and openness, the readiness to suspend disbelief about
other cultures and belief about one’s own.

•

Empathy: the ability to intuitively understand what other people think and how they feel
in concrete situations.

INCA manual for the assessed simplifies the six dimensions of IC into three:
•

Openness: to be open to the other and to situations in which something is done
differently. (respect for others + tolerance of ambiguity)
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•

Knowledge: not only wanting to know the ‘hard facts’ about a situation or about a certain
culture, but you also want to know, or you know something about, the feelings of the
other person. You also know how your interlocutor feels. (knowledge discovery +
empathy)

•

Adaptability: to be able to adapt your behavior and your style of communication.
(behavioral flexibility + communicative awareness)

Exploring and assessing intercultural competence (Fantini, 2006).
Considering the strong points of the project discussed above and all other seminal works in
the field of ICC, Alvino Fantini initiated an extended project to explore and assess intercultural
outcomes in program participants worldwide. Conducted by the Federation of the Experiment in
International Living (FEIL), it received funding support from the Center for Social Development at
Washington University in St. Louis. Its initial phase was reported on by Fantini in 2006. The main
purpose of the project was to develop a framework for ICC, develop an assessment tool, and examine
ICC outcomes on participants in civic service programs.
The fact that the project incorporated a review of 138 articles and studies gives it a strong
theoretical framework. The project listed the components of ICC as follows:
•

a variety of traits and characteristics: flexibility, humor, patience, openness, interest,
curiosity, empathy, tolerance for ambiguity, and suspending judgment, among others;

•

three areas or domains:
(a) the ability to establish and maintain relationships;
(b) the ability to communicate with minimal loss or distortion;
(c) and the ability to collaborate in order to accomplish something of mutual interest
or need.
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•

four dimensions:
(a) knowledge;
(b) (positive) attitudes/affect;
(c) skills; and
(d) awareness.

•

proficiency in the host language

•

varying levels of attainment throughout a longitudinal and developmental process:

Table 3.
Levels of attainment of ICC
Level

Description

Level

Educational

participants in short-term exchange programs (1-2

traveler

months)

Sojourner

participants engaged in extended cultural immersion,

I
Level
II

Stay in host culture

e.g., internships of longer duration, including service
programs (3-9 months)

Level

Professional

III

Individuals working in intercultural or multicultural
contexts; e.g., staff employed in international institutions
or organizations.

Level

Intercultural/

Trainers and educators engaged in training, educating,

IV

multicultural

consulting, or advising multinational students.

specialist

As listed above, Fantini offers a complete grid of all aspects of ICC and that is by far the
most thorough analysis of the concept of ICC of all reviewed models. The four dimensions:
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knowledge, attitudes, skills, and awareness in addition to proficiency in the host language are used in
this study as guidelines for designing a proposed framework associating ICC with Arabic varieties as
a main component of proficiency in Arabic.
Besides providing a solid hierarchy of ICC, the project has a major outcome by providing a
well-established, reliable assessment tool that could be universally employed in research as well as in
designing language curriculum and classroom evaluations.
Implications of the Literature to this Study
After reviewing the above studies on culture teaching and learning in the foreign language
classroom in general and the AFL class in particular. A solid conclusion that ICC is the milestone in
shifting to a more efficient model of culture-teaching in the AFL classroom has been reached.
However, another level of review of empirical work was needed to come up with a relevant model of
culture- teaching in association with Arabic varieties.
The most important question faced after reviewing the breadth of definitions and terminology
of ICC is which definition to be adopted. Deardorff (2004) asked this exact research question: “What
is intercultural competence according to intercultural experts?” Data generated from intercultural
experts rated the definition“…the ability to communicate effectively and appropriately in
intercultural situations based on one’s intercultural knowledge, skills, and attitudes.” as the top rated
and hence appropriateness and effectiveness of communication were adopted as main criteria
throughout the current study. Deardorff also noted that one element of ICC: “…the understanding of
others’ world views” received 100% consensus among all experts which substantiated the need to
build the proposed framework on how C2 natives view their world. The other essential research
question that Deardorff asked is “What are the best ways to assess students’ intercultural
competence?” After all the models and instruments reviewed above, empirical data was needed to
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decide on a relevant assessment technique. ICC experts and schools administrators provided the
answer in Deardorff’s study through a consensus on using a mix qualitative and quantitative
measures particularly, case studies and interviews, analysis of narrative diaries, self-report
instruments, observation by others/host culture, and judgment by self and others. On a more
operational level, student interviews, papers/ presentations, portfolios, observation of students by
others/host culture, professor evaluations (in courses), and pre/post tests came as the most effective
methods of assessing ICC.
Deardorff ‘s study provides guidelines for assessment techniques and tools to be used in
evaluating students’ ICC development; however, study-abroad programs, being the focus of my
proposed course, require special preparation to maximize students’ gain. Williams (2006) offered
valuable implications in exploring the impact of study abroad on students’ IC. Williams refers to the
most important, yet unexpected, outcome of the study which is that “…the experience of being
abroad in and of itself is not enough—students must interact in the culture to receive the gain of
increased intercultural communication skills.” Consequently, he recommends facilitating students’
interaction with the people of their host culture. This being stressed, supports my inclination towards
pivoting my proposed framework on interaction between the students and native Egyptians in their
everyday settings.
Williams’s recommendations are further supported by an experientially-based course design
proposed by Lucas (2003). Lucas proposes an empirical model for developing IC of students enrolled
in international programs. Lucas divides his model into four main stages:
•

arrival in host culture: many new experiences, rich in new input, high ambiguity;

•

ups and downs: increasing interaction with hosts, emotional highs and lows;

•

developing greater skills: ability to formulate hypotheses; and
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•

testing boundaries: trying out new skills, using what one has learned to solve problems
of increasing complexity.

Though Lucas did not provide an operationally designed course, he provided invaluable sets
of detailed guidelines for every stage including: most effective type of learning, variables for teachers
to keep in mind, and activities to foster IC. Lucas’s stages were of great benefit in the process of
designing my framework in adapting the course procedures to the psychological status the students
presumably are undergoing. I also based my course objectives on a process of students formulating
hypotheses and testing them in real life interaction to be supported or refuted.
Conclusion
Throughout this review, I reviewed scholarly and empirical work pertaining to both culture
and Arabic varieties. Thus, it focused on how teaching Arabic varieties is handled in classrooms and
how this affects learners’ communicative competence and his or her ability to attain higher
proficiency levels. On the other hand, light was shed on culture teaching in language classrooms in
general along with an in-depth review of ICC and its implementation in culture teaching and
assessment.
This review is considered a foundation for constructing a logical cycle binding cultureteaching and Arabic-varieties-teaching in order to utterly serve developing learners’ communicative
competence at the higher levels of language proficiency. The review of this multiplicity of concepts
provides the theoretical bases upon which the researcher founds his proposed course and forms his
framework that incorporates ICC and Arabic varieties and aims at developing them.
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Chapter 3: METHODOLOGY
Proposed Framework
The main premise of this study is to empirically evaluate the efficiency of the proposed
framework. In order to examine this framework, a course was designed integrating Arabic language
varieties and ICC in order to develop advanced learners’ level in both aspects. Only a sample pilot
course was used for the sake of this study (Appendix A). Throughout the study, the researcher
worked on two axes to find solutions for the main problems discussed in the section “Rationale and
Statement of the Problem” concerning culture and the use of different varieties in the Arabic
language. And, through solving the problems, the framework was outlined.
Teaching and assessing culture.
The study adopts the concept of ICC in providing a solid linguacultural framework for
teaching as well as assessing culture. Through this framework, I overcome deficiencies of culture
teaching as listed in the section “Rationale and Statement of the Problem” (page 5). That said, it is
important to explain that ICC as a concept is not a panacea for culture instruction in the AFL
classroom. This is because teaching culture will always remain a relative subject. Nonetheless, ICC
suits the goal and scope of this study. To understand the essence of ICC, it works towards developing
a learner who is able to handle cultural situations in the host country with an acceptable degree of
flexibility and adaptability. In order to reach such levels of flexibility, numerous aspects are involved
starting from dress code, customs, habits, body gestures and eye contact, all the way to language
variety used, which is considered a core aspect. It is through varieties that language and culture
intermingle and it becomes impossible to separate them. What makes ICC suitable to the scope of
this study is that it not only offers clear-cut definition of cultural aspects, but also offers a number of
its measuring instruments that have been empirically tested and documented in renowned projects, as
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discussed earlier in the literature review (page 35). These measuring instruments were borrowed and
adapted to provide a concrete model that verifies learners’ progress.
The role of Arabic varieties in developing ICC.
Adopting ICC as a core concept in constructing the proposed framework was not a solution
for the problems of culture teaching and assessment only. The primary reason for adopting ICC is
that it includes, beside its four dimensions (knowledge, attitude, skills, and awareness), another main
aspect, proficiency in the host language (Fantini, 2006). As discussed, proficiency in switching
among varieties is essential to build high-level proficiency in Arabic, as claimed by Al-Batal (1995).
However, further decisions with regards to the existing models for Arabic varieties needed to
be taken. For this, I opt to use Badawi’s model, being the most comprehensive (see page 19), to
structure the proposed framework. It is worth mentioning that using Badawi’s model of Arabic
varieties (1973) had its own challenges. Firstly, Badawi described his varieties as “contemporary”,
but as that was more than 30 years ago they are not contemporary anymore. To address this issue, his
model was adapted (Figure 4) to include one more variety, Arabic influenced by foreign languages
()ﻋﺎﻣﻴﺔ ﻣﺘﺄﺛﺮﺓ ﺑﻠﻐﺎﺕ ﺃﺟﻨﺒﻴﺔ. This mixed variety imposed itself on the map of spoken Arabic in Egypt and
the whole Arab World through the spread of technological terminology and the relative increase in
numbers of foreign schools. Though Badawi stated that a main component of each variety is Foreign
Elements ()ﺍﻟﺪﺧﻴﻞ, this variety is unique in its high percentage of these elements. Moreover, these
borrowed elements are molded and cast according to the morphological, semantic, and phonological
rules of Arabic. For the aforementioned reasons and because of the spread of this variety of Arabic
between younger generations, I had to add it so my course would genuinely represent the linguistic
map in Egyptian society. The second challenge faced was the fact that Badawi’s work targeted
conceptualization rather than listing the features of every variety. Since the main objective of this
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study is proposing a pragmatic course, spending time making such an inventory would be impractical
and distract from achieving this main goal. More importantly, spoken language is very dynamic and
thus it is more effective to guide the students towards self-observation and analysis rather than the
memorizing of ready-made lists that might change at any time. Thus part of my course was devoted
to directing learners to develop their own inventory of different varieties to keep as a future
reference. It is important to stress that the aim of the proposed approach is not to teach learners
ready-made lists of features but to mentor and scaffold them through the process of exploration and
self-realization of the features of every variety in its overall cultural environment.
Badawi’s model was integrated with the four dimensions of ICC within the proposed
framework. The individual approach as cited by Hammers (1985) is used as the main link that
amalgamates ICC and Badawi’s varieties in the proposed framework and in classroom teaching. The
discovery of the personal dimension of culture being my main objective, the framework allows
learners to mingle with native Egyptians in their natural daily environment and work places. This
enables them to observe native speakers’ behavior, habits and to record their language use and styles
during different interactions. In other words, learners undergo a process of: a) focusing on the actual
and varied interactions of the Egyptian individual, and recording their language use in different social
contexts; b) recording and analyzing the cultural and educational background of the different
individuals in relation to natural code-switching between the different language varieties. It is
through this process that the following macro objectives of the proposed course are achieved:
•

Developing the learner’s ICC with its four dimensions: knowledge, attitude, skills,
and awareness.

•

Developing the learner’s ability to recognize and produce different Arabic
varieties.
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ﻋﺎﻣﻳﺔ
ﺍﻷﻣﻳﻳﻥ

ﻋﺎﻣﻳﺔ
ﺍﻟﻣﺗﻧﻭﺭﻳﻥ

ﻋﺎﻣﻳﺔ ﻣﺗﺄﺛﺭﺓ
ﺑﻠﻐﺎﺕ ﺃﺟﻧﺑﻳﺔ

ﻋﺎﻣﻳﺔ
ﺍﻟﻣﺛﻘﻔﻳﻥ

ﻓﺻﺣﻲ
ﺍﻟﻌﺻﺭ

ﻓﺻﺣﻲ
ﺍﻟﺗﺭﺍﺙ

Figure 4.Arabic varieties

Switching among the different varieties is another issue that needed my attention. No magic
formula was found to teach the foreign Arabic learner to automatically shift between varieties.
Forsaking the personal dimension of culture further aggravates this problem: no matter how rich the
learner’s knowledge is about the history, rituals, habits, politics, geography, arts, and cuisine of a
certain culture, he or she will still be unable to acquire the cultural adaptability needed to decide
when, where, and with whom use certain varieties. I propose overcoming this problem by moving the
student from behind the barriers of the classroom to interaction with native speakers in different
locations, circumstances, fields, and contexts. Field trips might not be a novelty in language teaching;
but prior analyses of the cultural and linguacultural circumstances formulating the identity of the
native speaker in that place takes the learner to a new level of understanding of the host culture and
language use.
The pilot course.
After thinking out the main problems and outlining the proposed framework, constructing the
micro objectives of the pilot course was the next step. In this section, light is shed on the procedural
course of action to be followed in teaching the pilot course. The Intercultural Communicative
Competence through Arabic Language Varieties pilot course is divided into five theme-based
lessons. Each theme focuses on one language variety or more. The themes are rich in cultural input
and incorporate both the “little c” and “big C” (Brooks, 1975), integrated without clear categorization

Developing Intercultural Communicative Competence and Proficiency of Advanced Arabic Learners 49
or division. Each lesson in the course follows a systematic set of procedures that are repeated in
every theme: lead in, probe/familiarize, recognize/identify, explore, and finally, select. Each
procedure targets either linguistic, cultural or linguacultural pedagogical objectives that are extracted
from the four dimensions of ICC, namely knowledge, attitude, skills, and awareness, as follows:
1. Cultural/historic lead in: through home preparation and classroom discussions guided by the
teacher, this procedure targets the development of IS (page 28) by working on developing
learners’ knowledge of the culture and hence their ability to estimate what is culturally
appropriate and what is not, on an informed basis.
2. Probe/familiarize with the used varieties: through presenting excerpts of authentic materials
(movies, soap operas, TV shows or other recorded materials) this procedure targets the
highlighting of linguacultural aspects of varieties by interrelating each variety with the
dominant cultural features of its users. It works on developing learners’ skill in using
different varieties and adapting to different social experiences.
3. Recognize/identify the most salient linguistic features (lexical, phonological, morphological,
syntactic, and pragmatic): through linguistic analysis of excerpts of authentic materials
(movies, soap operas, TV shows or other recorded materials), this procedure targets
familiarizing learners with linguistic aspects working on developing learners’ linguistic
knowledge and skill.
4. Explore/find out yourself about language varieties used: through monitoring native speakers’
interaction in their natural environment, this procedure targets highlighting linguacultural
aspects of varieties. Learners test what they have learned to recognize and identify in
classroom in the real world. Though this procedure mainly works on developing learners’
cultural awareness, it still strongly develops their skill and knowledge.
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5. Select the most relevant varieties to use throughout the conversation: through merging into
real-life interaction, this procedure targets boosting learners’ ICC with all its dimensions.
Students experience a real-life situation where they have to use all formerly acquired skills to
flexibly adapt to the situation and succeed in interaction.
6. Compile a list of features of the targeted varieties (group homework project): students share
acquired linguistic and cultural experiences. Compiled lists serve as guides for learners’ selfdevelopment.
It is very important to point out that attitude as a dimension of ICC cannot be directly developed;
it is throughout the whole process that learners shift in attitude on the basis of real experiences.
Nonetheless, those teaching the course should regularly probe learners’ feelings towards people they
have interacted with in field trips. It is also of maximum importance to guide the learners towards a
comparison of the mental image they possessed of the overall place and people pre- and post- visit.
This discussion opens the door for the teacher to look into learners’ minds and to correct any faulty
concepts either on the spot or indirectly in following situations.
Throughout the course all materials are authentic: “…real-life texts, not written for
pedagogic purposes” (Wallace, 1992). Field trips represent an integral part of learners’ learning
resources and are necessary to fulfill the final two procedures: explore and select the appropriate
variety based on a well-constructed cultural and linguistic background. In other words, learners
interpret what they have theoretically learned in class into real-life experiences. Each set of
procedures comprising a theme is followed by an extension task in which students cooperatively
compile lists of linguistic and cultural features of each variety. This task is very important as it
guides the students in a process of self- and group- reflection to enable them to form a thorough
representation of each language variety. These lists are to be used as personal guides for the learner
throughout his or her ongoing process of self-development.
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The whole study revolves around the pilot course: the design, implementation, and
assessment of its effect on learners’ progress in both varieties recognition and production, and their
overall development of different dimensions of ICC. The study incorporates both quantitative and
qualitative research using a set of assessment instruments (page 47).
Design of the Study
The study follows a quasi-experimental/exploratory applied design that examines the effect
of the proposed framework for teaching culture, which has a systematic emphasis on Arabic language
varieties, on the development of all four dimensions (knowledge, attitude, skills, and awareness) of
ICC and the ability to interact using different Arabic varieties.
Participants
Eleven advanced-level American graduate learners enrolled in a one-year study abroad
program at the Center for Arabic Study Abroad (CASA) at the American University in Cairo. This
sample comprised four females and seven males of ages between 22 and 30. All participants studied
both MSA and ECA. They formed a treatment group divided into two classes. Thorough
demographic data of the participants was collected using the demographic survey (Appendix D).
The main focus of this study and the proposed course is attempting to fill a gap that holds
AFL/ASL learners back from achieving native-like proficiency. To this end, it was realized that
culture and Arabic varieties are decisive factors, and that is the reason why I decided to experiment
the course on advanced students. This does not mean that the proposed framework is not flexible
enough to be adapted to any level and any course materials.
Instruments and Data Collection Procedures
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The main reason ICC was chosen as the concept around which to design the culture course is
the accessibility of its aspects. However, tools of assessment have not yet received consensus, and it
is still debatable whether using qualitative or quantitative methodologies is more appropriate. The
most prevalent tools in similar research are quantitative based on inventories and questionnaires such
as the Behavioral Assessment Scale for Intercultural Competence (BASIC) (Koester &Olebe, 1988),
the Intercultural Sensitivity Inventory (ISCI) (Bhawuk & Brislin, 1992), and more recently Kelley
&Meyers’ (1999) Cross-Cultural Adaptability Inventory (CCAI), and Hammer and Bennett’s (2001)
Intercultural Development Inventory (IDI). Another major factor that affects the researcher’s choice
of an appropriate assessment tool is that the tools themselves are directed toward measuring ICC in
general and not intended to measure the effect of taking a course on the progress of student’s level.
For this, Fantini’s methodology of using both qualitative and quantitative tools, direct and
indirect progress indicators, as well as using the same activities used in training in the assessment
process (2000), was chosen and implemented in the study. I also incorporate role-plays as direct
assessment tools following the suite of tools used in the INCA project (Byram and, Kühlmann,
Müller-Jacquier and Budin), because role-plays are most appropriate for assessing ICC along with
the ability to use language varieties.
The following are the assessment instruments:
•

Demographic Survey: provides statistical data as well as thorough information on
participants’ background in studying foreign languages in general and specifically the
Arabic language (Appendix D).

•

Arabic Language Varieties Recognition & Production Exam(VPR) (direct assessment
administered before and after the pilot course): targets assessing participants’ ability to
select the most appropriate Arabic language variety to consistently use in addressing
different people in different situations. It is a custom-made exam divided into two parts:
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the first part (ten questions) requires the examinee to listen to the examiner reciting
authentic excerpts and choose from multiple choices the sentence with the most
appropriate variety to complete a missing part. The second part assesses the examinee’s
production in an oral recorded interview in which the examinee reads a short article
from a newspaper and is required to orally report its summary to three different
hypothetical people from different social, educational, vocational, and age groups, for
example, a janitor, university professor, and classmate (Appendix E). In order to ensure
equivalent pre- and post-pilot course versions of this exam, texts of the same length,
from the same authentic sources, by the same authors, with the same style were used.
The production part of the test undergoes holistic assessment through a custom made
rubric (Appendix F). The outline of Arabic varieties features (Table 4) was used as a
reference in designing this rubric, while the grading scheme was inspired by the
universal rating schemes used in most renowned rated interviews such the Oral
Proficiency Interview (OPI) and the speaking part of the Test of English as a Foreign
Language (TOEFL). The rubric aimed at defining the speaker’s ability to consistently
choose and use a specific variety, as well as the ability to code-switch among various
varieties.
•

Intercultural Competence Abilities Questionnaire (a self-evaluation, indirect
assessment tool, Fantini, 2006): targets evaluating the course in terms of its effect on
developing learners’ four dimensions of ICC: knowledge, attitude, skills, and
awareness. It detects areas most developed as a result of taking the course. It is a readymade self-reporting tool originally aiming at assessing the general ICC progress of
sojourn and study-abroad participants before and after the duration spent in the host
country learning the language. The researcher uses this tool to measure ICC before and
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after the pilot course. Because of the short duration of the treatment, measuring the
overall ICC progress is not the main aim; the main aim is discovering which
dimensions of ICC have been influenced by the course and what the features of this
influence were. No significant progress in the overall ICC is expected because the
duration of a five week pilot course is not enough to bring about a significant change;
however, indications towards the most progressed points can help appraise the
efficiency of the course (Appendix G).
•

End-of-course survey (direct assessment): targets qualitatively appraising participants’
opinion of the effectiveness of the course and ideas for improvement (Appendix H).

Procedures
Designing the course.
Any observer to the situation of teaching materials in the TAFL field realizes the need for a
culture course founded on a solid theoretical framework. In the process of seeking such a framework,
the idea was soon developed to associate Arabic language varieties with culture, since they are both
integral components of each other and any development of one requires development of the other.
Designing the course took the longest duration of this study (around 4 months) and started long
before of it. The reason for this long duration is that work has been simultaneously carried out on two
axes: language varieties and culture, and integrating them both into a solid theoretical framework and
a pragmatic course of action. This need to integrate Arabic varieties with culture came as a response
to the aforementioned argument regarding the deficiency of teaching materials that teach language as
culture (see page 25).
After examining all models that analyzed and described varieties in light of the
diglossic/polyglossic nature of Arabic (see section “Arabic varieties”, page 15), Badawi’s 1973
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classification proved to be the most relevant as it considers both stylistic and sociolinguistic
dimensions of Arabic varieties in addition to its adherence to describing the language situation in real
life; in other words, it is the most pragmatic.
As for the mutable nature of culture, the researcher had to narrow down the course to focus
on ICC as a concept for defining, analyzing, and assessing culture in the AFL classroom (see the
section “Culture”, p. 23).
The second step as related to culture was reviewing how it is handled in language teaching
and more specifically in the TAFL field. Starting with the latter, Badawi, Taha, and Al-Batal, among
other linguists, have identified a shortage in teaching culture in AFL, as mentioned at the beginning
of this study (page 1).Unlike other courses that concentrate on places and things in teaching culture,
the primary focus of the proposed course is on developing a systematic framework that addresses the
need to present the sociolinguistic or humanistic dimension of culture, and assesses its impact on the
overall development of the learner’s ICC.
The course, which targets advanced-level students, comprises 12 theme-based units (Figure
5). Each unit requires: four hours of classroom work, a field trip, and a minimum of six hours of
home work, allocated to classroom procedure as follows:
•

Cultural/historic lead in: 1 hour

•

Probe/familiarize with the used varieties: 1 hour

•

Recognize/identify the most salient linguistic features (lexical, phonological, morphological,
syntactic, pragmatic): 2 hours

•

Explore/find out yourself about language varieties and culture: field trip (open time)

•

Select the most relevant varieties to use throughout the conversation: field trip

•

Compile a list features of the targeted varieties (group project): homework
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ﻓﻲ ﺍﻟﺟﺭﻳﺩﺓ
ﻓﻲ ﺍﻟﺻﺎﻟﻭﻥ ﺍﻟﺛﻘﺎﻓﻲ

Theme-based course

ﻓﻲ ﺍﻟﻣﺣﻛﻣﺔ

Cultural/historic lead in

Probe/familiarize with the
used varieties

ﻓﻲ ﺩﺍﺭ ﺍﻟﻌﺑﺎﺩﺓ
ﻓﻲ ﺍﻟﻣﺩﺭﺳﺔ
ﻋﻠﻲ ﺍﻟﻘﻬﻭﺓ
ﻓﻲ ﺳﻭﻕ ﺍﻟﻌﺑﻭﺭ

Recognize/identify most
salient linguistic features

Explore/find out yourself
about language varieties

Select the most relevant
varieties to use throughout
the conversation

ﻓﻲ ﺍﻟﺻﺎﻏﺔ
ﻓﻲ ﻛﺷﺭﻱ ﺍﻟﺗﺣﺭﻳﺭ
ﻓﻲ ﺍﻟﻣﻭﻟﺩ
ﻓﻲ ﺍﻟﺣﺎﺭﺓ
ﻓﻲ ﺍﻹﺳﺗﺎﺩ

Figure 5.The proposed course outline

Group Project
Compile a of list features
of the targeted varieties
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However, for the sake of this study only a pilot course comprising five themes was implemented.
The theme-based course examined different language varieties used in different venues: in
the court, school, market, etc. (ﺇﻟﺦ... ﻓﻲ ﺍﻟﺴﻮﻕ، ﻓﻲ ﺍﻟﻤﺪﺭﺳﺔ،)ﻓﻲ ﺍﻟﻤﺤﻜﻤﺔ. The procedures of the delivery of
every theme-based unit: lead in, probe/familiarize, recognize/identify, explore, and finally select,
cover different linguistic, cultural, and linguacultural objectives whereby each in-class learning
activity targets one or more of the dimensions of ICC and IS (knowledge, attitude, skills, and
awareness) as well as highlighting features of the relevant language variety or varieties (Appendix
A).
As discussed earlier, the objective of this course is not to list the features of every variety but
to guide the students toward analyzing and internalizing features themselves; however, there are key
features that should be highlighted by the teacher in the classroom. In order to follow a systematic
approach in differentiating between varieties, I abided by the two criteria Badawi (1973) built his
classification upon: linguistic basis and social basis. The linguistic includes all phonological,
morphological, lexical, and grammatical features, whereas the social basis includes social factors
influencing individuals as well as groups. I widened the social basis to include all cultural,
educational, and societal features, in addition to the background of formulating interlocutors’
language that results in such a variety. These key features were used to guide not only the process of
selecting materials, but also in the process of assessment. Following are the key features of each
variety as projected in the different lessons:
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Table 4.
Features of Arabic varieties
Theme

Authentic
materials used

Varieties
ﻓﺼﺤﻲ
ﺍﻟﻌﺼﺮ

ﻓﻲ ﺍﻟﻤﺤﻜﻤﺔ

:"ﻓﻴﻠﻢ "ﺍﻷﺳﺘﺎﺫﺓ ﻓﺎﻁﻤﺔ
45:41 :ﺍﻟﻤﺸﺎﻫﺪ
1:37:52
1:41:07
:"ﻓﻴﻠﻢ "ﺿﺪ ﺍﻟﺤﻜﻮﻣﺔ
44:00 :ﺍﻟﻤﺸﺎﻫﺪ
1:01:43
1:10:18
1:33:00
1:39:44
1:43:37
ﻣﺮﺍﻓﻌﺔ ﺣﻴﺔ ﻟﻤﺤﺎﻣﻴﺔ
:ﻓﻲ ﻗﺎﻋﺔ ﺍﻟﻤﺤﻜﻤﺔ

ﻋﺎﻣﻴﺔ
ﺍﻟﻤﺜﻘﻔﻴﻦ

Linguistic features

Cultural features

- The consistent use of the - According to Badawi (1973),
sounds /  ﺫ، ﺙ، ﻅ،ﻕ/
this variety is associated with
higher level of education.
- The relative velarization
However, observations
of the sounds / ، ﻁ، ﺽ،ﺹ
demonstrate that as a result of
ﻅ/.
the deterioration of education
- Diacritics are
in Egypt, even a university
consistently used but
degree does not guarantee
with errors.
mastering this variety.
- Uses the same lexicon of
- Variety of all formal
ﻓﺼﺤﻲ ﺍﻟﺘﺮﺍﺙ.
discourses (Badawi,
- Nominal sentences
1973).Used in this theme by
prevail; however, verbal
the character of the lawyer,
sentences are frequently
the district attorney, and the
used.
judge.
- Variety of the well-educated
elite of middle social and
economic class or above
(Badawi, 1973).
According to Badawi (1973),
- // ء، ﻕ/ ﺱ،ﺙ/ / ﺯ،ﺫ/ sounds
this variety:
are interchangeable and
- Carries almost all the features
concurrently used.
of  ﻓﺼﺤﻲ ﺍﻟﻌﺼﺮexcept in that
- Occasional velarization
it is used in less formal
of the sounds / ، ﻁ، ﺽ،ﺹ
discourses.
ﻅ/ but less intense than
- Preferred by intellects in
ﻓﺼﺤﻲ ﺍﻟﻌﺼﺮ.
molding their ideas and
- Diacritics are
thoughts in scientific and
occasionally used in
political discussions and
more serious or
debates.
intellectual contexts.
- It is very sensitive to cultural
- Lexicon is the richest of
and social changes, which
all varieties since it
makes it able to accept and
comprises both standard
absorb ideas and beliefs from
and colloquial lexicons.
other Arabic varieties as well
- Verbal sentences are
as foreign cultures.
mostly limited to indirect
speech.
(Continued)
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Table 4
(Continued)

Theme

Authentic
materials used

ﻓﻲ ﻣﺠﻤﻊ ﺍﻟﺘﺤﺮﻳﺮ

ﻓﻴﻠﻢ "ﺍﻹﺭﻫﺎﺏ
:"ﻭﺍﻟﻜﺒﺎﺏ
01:00 :ﺍﻟﻤﺸﺎﻫﺪ
04:4
21:00
23:11
24:15
34:43
35:49

Varieties

Linguistic features

Cultural features

ﻋﺎﻣﻴﺔ
ﺍﻟﻤﺜﻘﻔﻴﻦ
As formerly discussed
ﻋﺎﻣﻴﺔ
ﺍﻟﻤﺘﻨﻮﺭﻳﻦ

- It witnesses the complete
absence of standard Arabic
features.
- /ﺙ/ sound is transformed in
some words to / ﺱ/ and in
others to/  ﺕ/ by default with
no freedom of choice.
- Same way /ﺫ/ sound is
transformed into / ﺯ/ or/  ﺩ/.
- /ﻅ/ sound is transformed to /
ﺽ/.
- /ء/ prevails in place of /ﻕ/
except for words loaned from
other varieties or chunks.
- Velarization of the sounds
/ ﻅ، ﻁ، ﺽ،ﺹ/ is completely
absent.
- Diacritics are rarely used.
- Limited colloquial lexicon
that serves everyday life
activities.
- Nominal sentences prevail.
- Since it is mainly used in
practical everyday life
activities, idioms, proverbs
and metaphors are not
commonly used.

According to Badawi
(1973), this variety:
- Is used by a very wide
spectrum of people as it
is shared by the welleducated elite of higher
social and economical
class in everyday life
activities as well as the
less- educated class as a
sole variety.
- Is the linguistic venue
where for instance a
politician, an office boy,
and a government
employee are likely to
meet.
- Is the variety that all
Egyptians naturally
acquire during infancy.

(Continued)
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Table 4
(Continued)
Theme

Authentic
materials used
"ﺃﻏﻨﻴﺔ "ﻗﻮﻝ ﺃﻟﻮ
ﻷﺣﻤﺪ ﺣﻠﻤﻲ

Varieties
ﻋﺎﻣﻴﺔ
ﺍﻟﻤﺘﻨﻮﺭﻳﻦ

Linguistic features

As formerly discussed

 ﻋﺎﻣﻴﺔ ﻣﺘﺄﺛﺮﺓ ﺟﺰء ﻣﻦ ﻋﺮﺽ- Same main features of
ﺑﻠﻐﺎﺕ ﺃﺟﻨﺒﻴﺔ ﺳﺘﺎﻧﺪ ﺃﺏ ﻛﻮﻣﻴﺪﻱ
ﻋﺎﻣﻴﺔ ﺍﻟﻤﺘﻨﻮﺭﻳﻦ.
. . . ) ﺍﻟﻜﻤﺒﻴﻮﺗﺮ
- The systematic use of
(ﺍﻟﻤﻮﺑﻴﻞ
foreign words and
inflecting them using
Arabic morphological
system.
ﻓﻲ ﺷﺮﻛﺔ ﻛﻤﺒﻴﻮﺗﺮ

Cultural features

-

-

-

-

Observations about this added
variety:
Users of this variety are limited
in comparison to the whole
population of Egypt. They are
mainly Egyptians who received
foreign/private education either
in Egypt or abroad. A percentage
of Egyptian youth in government
universities still use this variety
as an effect of the internet and
communication technology.
The majority of users of this
variety are of younger
generations.
It is considered prestigious,
which means many use it to
denote their social economic and
educational class.
Others use it as a façade to step
up the class levels or to make
distance between them and the
use of an inappropriate word.
The main cause of the
nourishment of this variety is the
lack of Arabic coined technical
terminologies, such as computer
terms.
(Continued)
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Table 4
(Continued)

Theme

Authentic
materials used

:"ﻓﻴﻠﻢ "ﺍﻟﻨﻤﺮ ﺍﻷﺳﻮﺩ
01:00 :ﺍﻟﻤﺸﺎﻫﺪ
10:55
21:00

ﻓﻲ ﺍﻟﻤﺼﻨﻊ

ﻣﺴﻠﺴﻞ "ﻟﻴﺎﻟﻲ
(1)  ﺍﻟﺠﺰء:"ﺍﻟﺤﻠﻤﻴﺔ
(13) ﺍﻟﺤﻠﻘﺔ
01:04 :ﺍﻟﻤﺸﺎﻫﺪ
ﺍﺣﺘﺠﺎﺟﺎﺕ ﻋﻤﺎﻝ
ﻣﺼﻨﻊ ﺃﺑﻮ ﺍﻟﺴﺒﺎﻉ

Varieties

Linguistic features

Cultural features

ﻋﺎﻣﻴﺔ
ﺍﻟﻤﺘﻨﻮﺭﻳﻦ
As formerly discussed

ﻋﺎﻣﻴﺔ
ﺍﻷﻣﻴﻴﻦ

- The sounds / ﻅ، ﺫ،ﺙ/ are
completely transformed to
/ ﺽ، ﺩ،ﺕ/ respectively
except for words loaned
from other varieties.
- The /ﻕ/ sound is completely
missing and /ء/ prevails
except for words loaned
from other varieties.
- Complete absence of
diacritics.
- It does not only comprise a
limited lexicon but it is
highly based on chunks and
clichés.
- Verbal sentences are limited
to chunks.

According to Badawi
(1973), this is the variety of
the illiterate who are mostly
of the lowest social and
economical class in Egypt.
- Observations show that the
high numbers of illiterate
Egyptians lead to the
survival of this variety
though Badawi predicted
thirty years ago its gradual
extinction.

(Continued)
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Table 4
(Continued)

ﻓﻲ ﺍﻹﺳﺘﺎﺩ

Theme

Authentic
materials used
:"ﻓﻴﻠﻢ "ﺍﻟﻌﺎﻟﻤﻲ
08:20 :ﺍﻟﻤﺸﺎﻫﺪ
26:00
38:28
55:00
1:02:00
1:15:15
1:21:15

Varieties
ﻋﺎﻣﻴﺔ
ﺍﻟﻤﺘﻨﻮﺭﻳﻦ

ﻋﺎﻣﻴﺔ
ﺍﻷﻣﻴﻴﻦ

Linguistic features

Cultural features

As formerly discussed

As formerly discussed

The aforementioned features were utilized in transforming each theme into operational
schedule for the students. A full in-class record of one of the presented themes is included in
Appendix C.
The course framework is flexible and can accommodate learners’ different needs, learning
styles and strategies. It is a student-centered course where the main role of the teacher is to guide the
students towards monitoring cultural and linguistic features of Arabic speech while highlighting each
Arabic variety, rather than to teach pre-made sets of features. This student-centered approach
develops the student’s sense of autonomy, which is needed for ongoing self-development.
As mentioned earlier, field trips are not a novelty in language teaching; however, the way
they are integrated in this course is new. They represent an integral part of learners’ learning
resources necessary to fulfill the final two procedures: to explore and select the appropriate variety
based on a well-constructed cultural and linguistic background. They give the students the
opportunity to test and correct or adapt any predetermined images they had in mind about natives and
their culture. They also give the students the chance to explore different models of language samples
produced by different Egyptian people in terms of language and culture; more importantly, field trips
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train and test learners’ ability to adapt flexibly to the host culture through real life interaction in
different sociocultural contexts.
Since classroom hours primarily focus on guiding the students towards achieving the
pedagogical objectives as listed in the section “Proposed Framework” (page 41), extended homework
hours are required. Homework activities throughout a particular theme unit are all designed to further
support the pedagogical objectives of culture and language analysis. Each theme unit requires a final
group project in which students submit a consolidated list of linguistic and cultural features of the
language variety or varieties under study. The aim of this project is to allow the students to process
and internalize the different aspects (grammatical, syntactic, semantic, lexical, and cultural) of each
language variety through a process of self and peer reflection. These lists also provide the students
with personal guidelines to monitor their own progress and development.
After designing the course, a full course description was assembled to inform the students on
what to expect from the course (Appendix B).
Publicity and call for volunteers.
Finding volunteers for the five-week pilot course was not an easy task for various reasons:
the course requires an advanced level, and enrollment in an official program; there is required level
of commitment by the volunteers; and logistical support is necessary, especially for field trips.
Firstly, the course and study were presented to the faculty of CASA and their feedback
helped to fine-tune the course and how it was to be presented to the students. Secondly, a printed
poster (Appendix J) was designed, with the help of the University Academic Computing
Technologies (UACT), and posted on CASA bulletin board in April 2010 to publicize for the course
and call for volunteers. A number of volunteers presented themselves but they were by and large
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irrelevant because they did not meet the aforementioned prerequisites of having an advanced level
and not being enrolled in any other colloquial Arabic classes.
The CASA program administration then offered great help through approving the integration
of the course in the existing program syllabus. Although this cooperation provided a golden
opportunity to test the course and conduct the study, it added extra load and responsibility as well as
value to this research.
Administering the course.
1. The initial plan was to integrate the five-theme pilot course in the ECA syllabus to be taught
to the four classes, and ask the instructors of all four classes to teach the new material.
2. After a long meeting to discuss the course materials and procedures with the instructors of
the four classes, two declined based on pedagogic considerations related to the nature of their
group dynamics and their learners’ needs. The instructors’ objections and reasons were valid
at the procedural level and gave me a clearer view of what to expect teaching this special and
sophisticated group of advanced learners. One out of the three teachers who taught two of the
ECA classes agreed to allow the researcher to co-teach the course to both of her classes for
the benefit of the study. It was decided to cut the sample of participants down to half,
provisional of the students’ approval.
3. The first step included picking up five relevant themes ( ، ﻓﻲ ﻛﺸﺮﻱ ﺍﻟﺘﺤﺮﻳﺮ، ﻓﻲ ﺍﻟﻤﺤﻜﻤﺔ،ﻓﻲ ﺍﻟﺠﺮﻳﺪﺓ
 ﻓﻲ ﺍﻟﺤﺎﺭﺓ، )ﻓﻲ ﺍﻟﺴﻮﻕand integrating them into the original syllabus so that they fit the overall
schedule of the syllabus.
4. While working closely with teacher A, she guided me in making informed selections of
themes which lead also to the reconstruction and relocation of the field trips based on
learners’ previous exposure and background. Then, we transformed the outlines of the themes
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into detailed operational procedures, activities, and homework. In fact, throughout this phase
the proposed framework proved maximum flexibility as it allowed for coming up with new
themes, based upon selected field trips, to match learners’ needs. Moreover, more varied
activities were integrated into the course to foster the overall original objectives of the CASA
course.
5. In the choice of themes, the main focus was on sociolinguistic features of the following
varieties:  ﻋﺎﻣﻴﺔ ﺍﻷﻣﻴﻴﻦ، ﻋﺎﻣﻴﺔ ﺍﻟﻤﺘﻨﻮﺭﻳﻦ، ﻋﺎﻣﻴﺔ ﻣﺘﺄﺛﺮﺓ ﺑﻠﻐﺎﺕ ﺃﺟﻨﺒﻴﺔ، ﻋﺎﻣﻴﺔ ﺍﻟﻤﺜﻘﻔﻴﻦ،ﻓﺼﺤﻲ ﺍﻟﻌﺼﺮ.No theme
was dedicated to  ﻓﺼﺤﻲ ﺍﻟﺘﺮﺍﺙsince it is not, to a great extent, a spoken language; however,
light was shed in comparison to  ﻓﺼﺤﻲ ﺍﻟﻌﺼﺮand a sample text was presented. It was always
taken in to consideration that the examined varieties of each theme are true representations of
the language used by the interlocutors in the chosen venues.
6. The real implementation of the course started with a familiarization session in which learners
constructed a view of what to expect and had all their questions answered. They showed
enthusiasm for the idea and the objectives of the course. Teacher A and I took votes of the
field trips most wanted by the students, upon which we constructed new themes and
integrated with the existing ones. For example, themes such as  ﻋﻠﻲ، ﻓﻲ ﺍﻟﺼﺎﻟﻮﻥ ﺍﻟﺜﻘﺎﻓﻲ،ﻓﻲ ﺍﻟﺴﻮﻕ
ﺍﻟﻘﻬﻮﺓwere excluded for the sake of including these five themes  ﻓﻲ، ﻓﻲ ﻣﺠﻤﻊ ﺍﻟﺘﺤﺮﻳﺮ،ﻓﻲ ﺍﻟﻤﺤﻜﻤﺔ.
 ﻓﻲ ﺍﻹﺳﺘﺎﺩ، ﻓﻲ ﺍﻟﻤﺼﻨﻊ،ﺷﺮﻛﺔ ﻛﻤﺒﻴﻮﺗﺮ
Testing and assessment.
1. Participants signed a consent form of two copies (one for them to keep) and filled in a
demographic survey. They were given the pre-Varieties Recognition and Production Exam
and the pre-Intercultural Competence Abilities questionnaire (Fantini, 2006) respectively in
one session on November 8th, 2010.
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2. Participants underwent the five-week pilot course comprising the updated themes. Then, they
took a post-Varieties Recognition and Production Exam, a post-Intercultural Competence
Abilities questionnaire and an End-of-course survey (Fantini, 2006) respectively in one
session on December 16th, 2010.
Treatment and data analyses
This study follows a one-group design with pre-post testing to detect participants’ progress in
ICC’s 4 dimensions: knowledge, attitude, skills, and awareness and recognition/production of
Arabic language varieties. To this end, the study uses the following instruments:
•

Descriptive statistics were used in computing the results of the pre/post Intercultural
Competence Abilities Questionnaire. Afterwards inferential, non-parametric statistics
(Wilcoxon test) were used to compute significance.

•

Descriptive statistics were used in computing the results of the pre/post recognition
(first part) of the Varieties Recognition and Production Exam. Afterwards inferential,
non-parametric statistics (Wilcoxon test) were used to compute significance. The
limited sample size was the reason behind choosing to use non-parametric statistics.

•

The Production Evaluation Rubric (Appendix F) was used by three raters, teacher A,
myself to score the exam, and a third Arabic specialist rater to be used as a tie
breaker in case of disagreement. The raters assigned grades to the production (second
part) of the Varieties Recognition and Production Exam. Inter-rater reliability was
computed to give a value of .91.

•

Before using the rubric, Teacher A, myself and the third rater conducted a
familiarization session in which we discussed in detail all the levels and their
description. The main target of this session was ensuring that all three raters
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possessed unified concepts and definitions, primarily towards frequency adverbs
used in defining each level. Teacher A stated the need for one higher level (level six)
to ensure that the rubric covers the whole spectrum of speakers including the welleducated native speaker. Her suggestion to add a higher level describing the features
of a well-educated native speaker though logical, was not essential for the sake of
this study as students are far from reaching such a level. Afterwards inferential, nonparametric statistics were used to compute significance.
•

Participants’ opinions stated in the End-of-course survey were qualitatively assessed.

As the participants were already members of a study abroad program, duration four months
was given as a time span to eliminate the probability that any detected progress in their
communicative competence be a normal result for living in the host culture. This time span,
in addition to the fact that the students have already been subjected to the materials used in
CASA (which incorporate language varieties and culture), leaves no chance for claims that
any progress is a normal evolution of being in a study abroad program in the host culture, or
a result of direct language instruction together with the proposed course. In fact pre tests
showed that students posses a very good theoretical background of language varieties;
however, production showed a vast gap between their knowledge and performance. The fact
that the participants did not take any other colloquial courses during the time of the pilot
course further validates the results of the study.
Figure 6 demonstrates the procedures followed throughout the study.
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PRE
- Demographic Survey, Consent Form

- Varieties Recognition & Production Exam
- Intercultural communicative Competence Questionnaire

Administering of Proposed Course
POST
- Varieties Recognition & Production Exam

- Intercultural Communicative Competence Questionnaire
- End-of-Course Survey

Figure 6.Study procedures

After computing the results, it was planned to compare participants’ performance in two
areas: proficiency in using Arabic varieties, and levels of ICC. As for the Arabic varities, the
comparison started with participants’ recognition of different Arabic varieties, and then their choice
and production of these varieties. A Wilcoxon test was run to compute the significance of
participants’ progress.
Comparing participants’ progress in ICC was done through comparing progress of its four
dimensions: knowledge, attitude, skills, and awareness respectively. A Wilcoxon test was run to
compute the significance of participants’ progress in each of the four dimensions.
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Chapter 4: RESULTS
Introduction
The current study examined the effect of the proposed course on two aspects of participants’
abilities: 1) ability to recognize and produce different Arabic varieties in a native-like fashion; 2) ICC
abilities. The treatment groups’ abilities were assessed before and after administering the course to
detect the effect of the course on recognition of Arabic varieties, production of Arabic varieties, and
ICC’s four dimensions, and finally a survey to appraise participants’ overall evaluation of the course.
Answer of Question 1
Arabic varieties.
Varieties recognition.
The Varieties Recognition and Production Exam (VPR) Part1 (recognition) was used to
quantitatively assess participants’ ability to recognize the variety used in different samples of
authentic texts. Using descriptive statistics, the means of the recognition part of the pre/post VPR
Exam were as follows (Table 5):
Table 5.
Descriptive Statistics of Pre/Post Varieties Recognition & Production Exam, Part1
(recognition)
Descriptive Statistics
Pre Varieties

N

Mean

Std. Deviation

Minimum

Maximum

11

6.7273

1.73729

4.00

10.00

11

8.4545

1.03573

6.00

10.00

Recognition &
Production
Exam
PostVRP
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As Table 5 shows, there is a considerable difference the means of the pre and post exams. A
Wilcoxon test was conducted to evaluate whether participants’ ability to recognize different Arabic
varieties improved or not. The results indicated significant difference, Z = -2.368, p <.02. The mean
of the pre exam was 6.7273, while the mean of the post exam was 8.4545as per below (Table 6):
Table 6.
Wilcoxon test of Pre/Post Varieties Recognition & Production Exam, part1 (recognition)
Ranks
N
PostVRP - PreVRP

Negative Ranks

Mean Rank

Sum of Ranks

a

4.50

4.50

b

5.61

50.50

1

Positive Ranks

9

c

Ties

1

Total

11

a. PostVRP < PreVRP
b. PostVRP > PreVRP
c. PostVRP = PreVRP

Test Statistics

b

PostVRP PreVRP
a

Z

-2.368

Asymp. Sig. (2-tailed)

.018

a. Based on negative ranks.
b. Wilcoxon Signed Ranks Test

Varieties production.
There is no doubt that the five-week duration was not expected to strongly boost participants’
production; nonetheless, participants demonstrated remarkable progress. All the participants stepped
up at least one level according to the scores of three raters using the Production Evaluation Rubric
(Appendix F).
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Descriptive statistics showed the means of the production part of the pre/post VPR Exam as
follows (Table 7):
Table 7.
Descriptive Statistics of Pre/Post Varieties Recognition & Production Exam, Part2 (production)
Descriptive Statistics
N

Mean

Std.

Minimum

Maximum

Deviation
pre

11

1.4545

.68755

1.00

3.00

post

11

2.7273

.64667

2.00

4.00

As Table 7 shows, there is a considerable difference the means of the pre and post exams. A
Wilcoxon test was conducted to evaluate whether participants’ ability to produce different Arabic
varieties improved or not. The results indicated significant difference, Z = -3.071, p < .002. The
mean of the pre exam was 1.4545, while the mean of the post exam was 2.7273as per below (Table
8):

Table 8.
Wilcoxon test of Pre/Post Varieties Recognition & Production Exam, Part2 (production)

Ranks
N
post -

Negative

pre

Ranks
Positive

a

0

b

11

Ranks
c

Ties

0

Total

11

a. post < pre
b. post > pre
c. post = pre

Mean

Sum of

Rank

Ranks

.00

.00

6.00

66.00
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Test Statistics

b

post – pre
a

Z

-3.071

Asymp. Sig. (2-tailed)

.002

a. Based on negative ranks.
b. Wilcoxon Signed Ranks Test

Answer of Question 2
Intercultural communicative competence.
This section evaluates the course in terms of its effect on developing participants’ four
dimensions of ICC (knowledge, attitude, skills, and awareness) using the Intercultural Competence
Abilities Questionnaire, a self-reporting questionnaire adapted from Fantini (2006). Descriptive
statistics were used to calculate the means of the pre/post results of the questionnaire as follows
(Table 9):

Table 9.
Descriptive Statistics of Pre/Post Intercultural Competence Abilities Questionnaire
Descriptive Statistics
N

Mean

Std. Deviation

Minimum

Maximum

Pre Knowledge

11

2.7273

.58068

1.45

3.45

Pre Attitude

11

3.6643

.88997

2.08

4.69

Pre Skills

11

3.4215

.39474

2.45

3.82

Pre Awareness

11

3.6768

.54536

2.72

4.72

Post Knowledge

11

3.7273

.37262

3.18

4.09

Post Attitude

11

4.2308

.60472

3.31

5.00

Post Skills

11

3.9917

.45899

3.36

4.82

Post Awareness

11

4.0000

.45677

3.22

4.56
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A Wilcoxon test was conducted to evaluate whether participants’ ICC abilities improved or not.
The results indicated significant difference in knowledge, Z = -2.937, p < .003.The mean of the
ranks of the pre questionnaire was 2.7273, while the mean of the ranks of the post questionnaire
was 3.7273.
The results as shown in Table 10 indicated significant difference in attitude, Z = -2.849, p
<.004.The mean of the pre questionnaire was 3.6643, while the mean of the post questionnaire was
4.2308.

The results indicated significant difference in skills, Z = -2.817, p < .005.The mean of the
pre questionnaire was 3.4215, while the mean of the post questionnaire was 3.9917.
The results indicated insignificant difference in awareness, Z = -1.584, p > .05.The mean
of the pre questionnaire was 3.6768, while the mean of the post questionnaire was 4.0000 as per
below (Table 10):

Developing Intercultural Communicative Competence and Proficiency of Advanced Arabic Learners 74
Table 10.
Wilcoxon test of Pre/Post Intercultural Competence Abilities Questionnaire
Ranks
N
PostKnow - PreKNOW

PosATT - PreAtt

PostSkills - PreSkill

PostAWAR - PreAwar

PosATT - PreAtt

PostSkills - PreSkill

PostAWAR - PreAwar

Negative Ranks
Positive Ranks
Ties
Total
Negative Ranks
Positive Ranks
Ties
Total
Negative Ranks
Positive Ranks
Ties
Total
Negative Ranks
Positive Ranks
Ties
Total

Sum of Ranks

0
b
11
c
0
11
d
1
e
10
f
0
11
g
1
h
10
i
0
11
j
4
k
6
l
1
11

.00
6.00

.00
66.00

1.00
6.50

1.00
65.00

1.50
6.45

1.50
64.50

3.00
7.17

12.00
43.00

N

Mean Rank

Sum of Ranks

.00
6.00

.00
66.00

1.00
6.50

1.00
65.00

1.50
6.45

1.50
64.50

3.00
7.17

12.00
43.00

a

Negative Ranks
Positive Ranks
Ties
Total
Negative Ranks
Positive Ranks
Ties
Total
Negative Ranks
Positive Ranks
Ties
Total
Negative Ranks
Positive Ranks
Ties
Total
Ranks

PostKnow - PreKNOW

Mean Rank

a

0
b
11
c
0
11
d
1
e
10
f
0
11
g
1
h
10
i
0
11
j
4
k
6
l
1
11
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a. PostKnow < PreKNOW
b. PostKnow > PreKNOW
c. PostKnow = PreKNOW
d. PosATT < PreAtt
e. PosATT > PreAtt
f. PosATT = PreAtt
g. PostSkills < PreSkill
h. PostSkills > PreSkill
i. PostSkills = PreSkill
j. PostAWAR < PreAwar
k. PostAWAR > PreAwar
l. PostAWAR = PreAwar
Test Statistics
PostKnow PreKNOW
a

Z
Asymp. Sig. (2-tailed)

PosATT - PreAtt
a

PostSkills -

PostAWAR -

PreSkill

PreAwar

a

a

-2.937

-2.849

-2.817

-1.584

.003

.004

.005

.113

Figure 7 demonstrates the development of learners’ ICC as per its 4 dimensions: knowledge,
attitude, skills, and awareness.
4.5
4
3.5
3
2.5
Pre Mean

2

Post Mean

1.5
1
0.5
0
Knowledge

Figure 7.ICC Progress

Attitude

Skill

Awareness
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End-of-Course Survey
An End-of-course survey (Appendix H) was filled out by all participants. Though the survey
aimed to draw a complete picture of participants’ opinions of the course, four questions are of major
interest as they demonstrate participants’ holistic assessment of the course. In the following section,
these four questions will be demonstrated according to their respective importance.
Question 1.On a scale of 1 to 5, how do you rate this course?
Excellent

Very Good

Average

Below Average

Poor

Ten participants out of 11 (91%) marked “very good” and one (9%) marked average. Taking into
consideration its short duration, this result is a clear indication of the success of the course.
Question 8.Would you recommend this course for your colleagues?
Ten participants out of 11 (91%) responded positively and one responded “maybe”, commenting that
at such a level there are other priorities. Many of the answers were not merely “yes” but “sure”,
absolutely”, or “definitely”. A further indication of how fruitful participants thought the course was
is that some of them requested that the CASA administration add a full course to the elective courses
the following semester.
Question 5.What are the strongest points of the course?
The majority of the participants agreed that the strongest point is the process of in-class
familiarization with culture and varieties through authentic materials and then experiencing this
knowledge through interaction with Egyptians in real-life situations.
Question 6.What are the weakest points of the course?
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Participants listed very few weak points. These mainly concerned procedural or logistical issues,
rather than the main concepts or layout of the course. All participants referred to the limited time of
the course, which they considered the weakest point. Other points that were related to the overall
limited time were mentioned, such as the limited duration of the field trips which lead to minimized
chances of interaction with native speakers.
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Chapter 5: DISCUSSION & CONCLUSION
Introduction
The study examined two research questions: the effect of the proposed course on the four
dimensions of ICC (Knowledge, attitude, skills, and awareness) in addition to the effect of the course
on the level of recognition and production of Arabic varieties. The two questions aimed at assessing
the efficiency of the proposed course in developing learners’ intercultural and linguistic competence.
To sum up the results, it is safe to claim that the course is promising for the two assessed criteria.
In terms of participants’ ICC, the Intercultural Competence Abilities Questionnaire (Fantini,
2006) was adapted to assess the effect of the course on the four dimensions of ICC (Knowledge,
attitude, skills, and awareness). Considering the fact that this questionnaire is primarily designed to
assess development of ICC in long-running study-abroad programs, and also considering the fact that
cultural aspects require elongated durations to achieve tangible results, the effect of the course on
learners’ overall ICC was found significant. Results demonstrated significant progress in three out of
the four dimensions (namely knowledge, attitude, and skills). Progress occurred in awareness but was
statistically insignificant.
Figure 7 demonstrates that the maximum progress was achieved in knowledge while the
minimum was achieved in awareness. Significant progress in knowledge and skills was logical as
they primarily target concrete aspects that are relatively easier to relay to the learner. As for attitude,
change was expected as a result of field trips and interaction with typical Egyptian people; however,
it was hard to predict which direction this change would go in. The positive change detected is a
reflection of the faulty images and stereotypes foreign learners generally possess and the ease of
correcting these images just by living real experiences. The insignificant development of awareness
posed a question mark and in order to identify the reason, I re-examined the awareness dimension in
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the pre/post questionnaire. I found that the answers of the majority of participants were remarkably
high in the pre-course questionnaire, which resulted in very limited space for growth. At this point,
the important question was the reason behind such higher levels of awareness. It was not until all the
demographic surveys were re-examined that I realized that more than 90% of the participants had
visited or resided in other Arabic countries, which was reflected in their high level of awareness of
multiculturalism and the relativity of cultural values.
In terms of participants’ recognition and production of Arabic varieties, development was
significant in the recognition level and, remarkably, in production level participants also showed
obvious development. The performance of participants developed from using only one variety to
address different people into relative distinction between different varieties. Though a promising
start, learners still need a lot of work to approach near native-like proficiency in code-switching and
code-mixing, and they specifically need long hours of practicing different varieties.
In attempting to compare the influence of the course proposed in this study to similar courses,
I encountered the same problem faced while reviewing the literature. Available pragmatic studies
that propose and assess courses are considered scarce in comparison to theoretical conceptualization
studies. This scarcity dropped to complete unavailability of Arabic intercultural courses or studies. It
was, therefore, an arduous job to search different databases and come up with pragmatic projects that
have similar scope to the current study and compare them. I was one of many researchers to
encounter this problem of limited empirical research on Arabic as Palmer (2009) referred to the same
problem and quoted Haeri (2000):
A number of anthropological studies have made significant contributions to our
understanding of the relations between language, culture, and politics in the Arab
world. However, on the whole, the many implications of the language situations
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have not yet been systematically pursued. As such, a series of basic and important
questions remain unposed (p. 61, cited in Palmer 2009).
The closest to the current study is a dissertation that assesses the study-abroad course:
Intercultural Spanish Course (Arévalo-Guerrero, 2009).The course possesses an integrative
curriculum based upon a framework inspired by Byram’s (1997) ICC model as well as the four
dimensions of ICC (knowledge, skills, attitudes, and awareness). Though the design and procedural
course of action of this one-semester course differs from the course proposed in the current study,
results in terms of the development of learners’ ICC coincided in many ways. In both courses, the
most significant development was achieved in the knowledge dimension as opposed to awareness,
which was developed the least.
The Language Network for Quality Assurance (LANQUA), a three-year project with the
support of the Lifelong Learning Erasmus Network program of the European Union, made
considerable effort to standardize the process of teaching intercultural communication in Europe. In a
LANQUA report entitled Assuring quality for the teaching of intercultural communication in
Europe: perspectives and challenges, five case studies from different European universities were
reported. The main outcome of the case studies coincides with the results of the current study in the
importance of simulated and real-life interaction with native speakers in promoting learners’ IC.
Using different pedagogies in the post-interaction phase, the case studies again coincided with the
current study in emphasizing the importance of learners’ analyzing and self-internalizing the process
of interaction to reach better understanding of the self and other in addition to achieving language
proficiency.
Fantini (2006) supports another assumption made by the current study: the assumption that
intercultural experiences enhance language proficiency. Fantini’s results add strength to the
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association made in the current study between Arabic varieties and ICC dimensions. Results further
support the claim that developing either one will result in the other’s development and consequently
a higher proficiency level.
Out of the rare studies performed on the process of students’ acculturation in the AFL field,
Palmer (2009) shows important results regarding Arabic study-abroad programs in different Arab
countries. Palmer identified a correlation between acculturation and proficiency levels, the higher
acculturation occurs, the higher proficiency levels achieved. These results further support the results
of the current study. “…the more one interacts with the culture, the less probability there is that one
would feel ridiculed when communicating in SCA” this statement is another significant result that
Palmer identified. Spoken Colloquial Arabic (SCA) according to Palmer becomes comfortably used
by the student as a result of interacting with the host culture. This therefore supports the results of the
current study that Arabic varieties have equally linguistic and cultural weight. Palmer even stated that
positive attitude and desire towards using SCA increase as interaction with the host culture increases.
Being one of a very few scholars who attempted to design an instrument for assessing
cultural competence of the ASL students who studied in Egypt, Orabi (2008) proposed a multiplechoice questionnaire. Orabi fostered an empirical methodology in designing the instrument; she
collected data from Arabic teachers, students, as well as a sample of native Egyptians and
constructed a database of cultural situations that pose challenges to foreign learners. Orabi’s results
showed that the cultural competence test she constructed “…was not very reliable.” Obviously,
Orabi’s work is very different from the scope of this study; however, her recommendations further
support the strong need of the TAFL field for studies like the current study that focus on constructing
complete models of culture teaching/learning and assessment. It is interesting that Orabi
recommended using her proposed test, which is rich in personal cultural experiences, as a culture
assimilator in teaching culture. This strongly supports my claim that assessing cannot be developed
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unless the whole process of teacher education, material development, and in-class presentation be
developed. Orabi also called for using the database she constructed in designing training courses to
teach students how to handle different cultural situations. My view is different here as I see such a
course as more of a ready-made drill to tell students what to do and say. I foster a real-life interactive
course that puts the student in the actual situation and monitor him or her constructing their own view
of the world through handling different situations.
The draft of the proposed ACTFL Culture Proficiency Guidelines (3.2) first discussed in
2007 as part of the ACTFL Arabic Testing Consensus Project adds strength to the methodology,
objectives, and results achieved by my proposed framework and course. Focusing on the definition of
the Superior/ILR 3 student, as a target of the course, reveals points that are all stressed in the
proposed framework and the operational procedures of the course. Among these points are speaker’s
ability to “… use language that reflects the target culture in the words and phrases themselves, with
semantic fields beginning to emerge (home, school, work, recreation, hobby, etc.)” which copes with
the thematic design of the course that includes a variety of venues to witness everyday real-language
used in each of them. It has been continuously reiterated throughout this study that the most
important objective is for the student to be able to use the language variety and the corresponding
cultural aspects relevant to the interlocutor(s) and the situation, the proposed guidelines stress this
point: “Usually able to adjust behavior and speech to take into account a variety of interlocutors and
cultural differences.” and “Generally distinguishes correctly between formal and informal registers”.
A portion of every theme of my proposed course was dedicated to proverbs, maxims, idiom, and
jokes relevant to the theme and its key characters, I have the belief that such elements carry very
important cultural connotations and they represent the utmost of cultural understanding of any
community, the ACTFL draft guidelines highlight this area: “Where appropriate, interactions may
express some understanding and appropriate use of culture based expressions and genres of speech
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(proverbs, jokes, and poetry). Though these proposed guidelines are still under discussion, they
obviously cope to a great extent with my proposed framework for developing an interculturally
competent Arabic speaker
This current study attempted to fill the obvious and vast gap in the TAFL field between
culture-teaching conceptualization and the actual process of in-class teaching, the gap that clearly
appeared in reviewing the literature of culture teaching (p. 26).
Pedagogical implications
Culture.
ICC appeared to be an efficient concept that can be utilized in teaching culture to AFL/ASL
(Arabic as a Second Language) learners in two ways: 1) as a core concept in designing materials for
culture-oriented courses, or on a wider scale, using ICC as the spine of the cultural component of any
AFL/ASL course; 2) as an efficient tool in assessing learners’ progress in terms of cultural
adaptability. ICC could play a pivotal role not only in designing materials but more importantly in
unifying teachers’ mindsets and helping them reach common ground in answering the questions why,
what, and consequently how to teach culture. This consensus will not only be fruitful for culture
teaching, but for the whole field of TAFL, as it will lead to a more integrated view of language skills.
The adopted concept of culture-teaching more inclined towards the humanistic rather than the
materialistic approach paid off very well, and indeed it could be claimed that this was the main
reason behind the success of the course. It was not a surprise for Teacher A and myself to receive
learners’ comments expressing astonishment at the completely faulty image they had of the Egyptian
people, and this was obvious in the shift in learners’ attitude. A real change in approach to cultureteaching to a more people-oriented one is strongly suggested. To reiterate this simply, when it comes
to food for instance is not “fool,  ”ﻓﻮﻝor “kabab, ”ﻛﺒﺎﺏ, it is those Egyptians who are eating: their life,
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their preferences, their social, economical, and educational levels, and more importantly what brings
them all to meet at this point of enjoying a certain traditional dish.
It is suggested that this shift to a more humanistic approach take place at all levels of
teaching and for all levels of learners, starting at the novice level.
Arabic varieties.
It would be unjust to claim that the following suggestion belongs to me, as it was inspired by
some of the learners’ recommendations in the End-of-course survey. The suggestion is to adopt the
course framework for introducing Arabic varieties as a general methodology in all AFL materials.
Particularly, one of the participants, who will become an Arabic teacher, stressed that she will use
this framework in her classroom, commenting “I hope this methodology becomes more of the norm
in teaching Arabic! I plan to teach Arabic some day and will be sure to incorporate this
methodology”. It is a call for early the introduction of the array of Arabic varieties, a call that
coincides with calls for the integration of MSA and colloquial Arabic made by Al-Batal. This
methodology does not merely involve the early introduction of varieties but the method of practical
introduction. Theoretical introduction is not of much benefit, real life simulation in classroom
appended by real life interaction achieves the ultimate gain of this methodology.
A call for an accurate Arabic word count and the compilation of a solid corpus is not a new
one; however, hands on experience of digging deep into differences between varieties showed how
inconvenient it is to depend on intuition in determining words, expressions, and structures relevant to
different varieties. Not to mention that a teacher’s selection of words primarily depends on his or her
background, education, and even gender. Constructing a rich Arabic MSA-dialects integrated corpus
will definitely enrich any class that works on Arabic varieties and will provide a reference for the
learner as well as the teacher.
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Limitations
The level of the participants was the main limitation of the proposed course; it was designed
to target advanced level learners who studied MSA as well as ECA. Deliberate work is needed to
customize the course to fit learners at different levels. Even advanced level participants who took the
course did not all show the same level of response to the materials, especially in the first two classes
they attended. The problem was that some had difficulty fully interacting with the course materials,
which made me question the level of the materials; however, the problem appeared to be that they
had become used to a traditional technique that includes receiving lists of vocabulary and expressions
since they began learning Arabic. Learners facing the shift towards an autonomous technique that
requires them to analyze, recognize, and compile their own lists formed a level of ambiguity far
beyond some learners’ ability. This was reflected in the End-of-course survey, in which two learners
recommended that they receive ready-made lists. It was interesting that one of those learners
expressed that she fully understands that the course follows a different methodology but she still
preferred an inventory of what she is supposed to study. Adding to that, the fact that all the
participants were American makes it hard to estimate how learners from other nationalities would
respond to the course.
The second limitation is that this course requires very tedious preparations ahead of time. In
addition to teachers’ customizing the course and preparing themselves, on-time logistical support is
essential for the success of the field trips. Not only punctuality and support, but also maximum
flexibility and contingency plans are required. This is automatically interpreted into expenditure and
support teams, which could be beyond the capabilities of many institutions.
Adding an extra variety ( )ﻋﺎﻣﻴﺔ ﻣﺘﺄﺛﺮﺓ ﺑﻠﻐﺎﺕ ﺃﺟﻨﺒﻴﺔwas very important for the sake of this study;
however, the study’s scope did not allow for basing this variety on a corpus rather than observations.
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Suggestions for Future Research
It is suggested that a complete course (full semester of 16 weeks) is implemented and
assessed. In implementing the course, it is suggested that the course comprise a number of core basic
themes with the remaining themes to be decided upon according to students’ needs and interests. The
importance of retesting the course comes from a possibility that the promising results obtained by the
pilot course are due to its being a novelty that attracted the students. Furthermore, a complete official
course, listed as an elective in the course catalog, would give the chance to experiment the course on
a larger sample that comprises participants from different nationalities.
It is also suggest that the integration of culture and Arabic varieties through ICC is partially
used in designing general AFL/ASL courses and to all levels. Assessing the efficiency of using this
approach should be based on learners’ assessment as well as surveying teachers’ opinions.
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Appendix A: Proposed Pilot Course

Course Curriculum
(Pilot course)
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ﻋﺎﻣﻳﺔ ﺍﻷﻣﻳﻳﻥ

ﻋﺎﻣﻳﺔ ﺍﻟﻣﺗﻧﻭﺭﻳﻥ

ﻋﺎﻣﻳﺔ ﻣﺗﺄﺛﺭﺓ ﺑﻠﻐﺎﺕ ﺃﺟﻧﺑﻳﺔ

ﻋﺎﻣﻳﺔ ﺍﻟﻣﺛﻘﻔﻳﻥ

ﺍﻟﺯﻣﻥ
ﺛﻘﺎﻓﺔ
ﺳﺎﻋﺔ۱ - Cultural aspects are
highlighted and
discussed among the
teacher and students
throughout the first two
objectives (lead in,
probe/familiarize).
ﺳﺎﻋﺔ۱
- The main role of the
teacher is to direct the
students toward
understanding the
following cultural
aspects not as a target in
ﺳﺎﻋﺔ۲ itself but as a tool to
understanding the
"who"; the cultural &
sociolinguistic
background of the
people who use this
register(s).

ﺍﻷﻫﺩﺍﻑ
- Cultural/historic lead in. (intercultural sensitivity)

ﺳﺎﻋﺔ۱

- Explore/find out yourself about language varieties
used by the Egyptian judges, lawyer, DAs, in courts.
(linguaculture)

 ﺍﻟﻣﺗﻬﻡ ﻓﻲ ﻗﻔﺹ ﺍﻻﺗﻬﺎﻡ ﻓﻲ.ﺍﻟﻣﺣﻛﻣﺔ

ﺳﺎﻋﺔ۱

 ﻣﻘﻭﻟﺔ "ﻳﺎﻣﺎ ﻓﻲ ﺍﻟﺣﺑﺱ."ﻣﻅﺎﻟﻳﻡ

- Probe/familiarize with the used varieties.
(linguaculture)

- Recognize/identify the most salient linguistic
features (lexical, phonological, morphological,
syntactic, pragmatic) in addition to the specialized
jargon. (linguistic)

- Select the most relevant varieties to use
throughout the discussion. (intercultural
communicative competence)

ﻓﺻﺣﻲ ﺍﻟﻌﺻﺭ

ﻓﺻﺣﻲ ﺍﻟﺗﺭﺍﺙ

ﺍﻹﺟﺭﺍءﺍﺕ
 ﺗﺻﻔﺢ ﺍﻹﻧﺗﺭﻧﺕ ﻭ ﻣﻧﺎﻗﺷﺔ ﺣﻭﻝ ﻧﻅﺎﻡ ﺍﻟﻘﺿﺎء. ﻭ ﺗﻁﻭﺭﻩ، ﻣﺻﺩﺭ ﺗﺷﺭﻳﻌﺎﺗﻪ، ﺗﻘﺳﻳﻣﻪ،ﺍﻟﻣﺻﺭﻱ
 ﻭ ﺩﻭﺭﻫﺎ ﻓﻲ، ﺗﺎﺭﻳﺧﻬﺎ،ﻣﻧﺎﻗﺷﺔ ﻣﺣﻛﻣﺔ ﺍﻷﺳﺭﺓ
ﺣﻝ ﻣﺷﻛﻼﺕ ﺍﻷﺣﻭﺍﻝ ﺍﻟﺷﺧﺻﻳﺔ ﺍﻟﺧﺎﺻﺔ
. ﻋﻣﻝ ﺍﻟﻣﺭﺃﺓ ﻓﻲ ﺍﻟﻘﺿﺎء ﺍﻟﻣﺻﺭﻱ.ﺑﺎﻟﻣﺭﺃﺓ
، ﻣﺣﺎﻣﻲ ﺧﻠﻊ،ً ﻣﺷﺎﻫﺩﺓ ﻣﺷﺎﻫﺩ ﻣﻥ ﺃﻓﻼﻡ"ﺃﺭﻳﺩ ﺣﻼ" ﻁﻳﻭﺭ ﺍﻟﻅﻼﻡ، ﺍﻷﺳﺗﺎﺫﺓ ﻓﺎﻁﻣﺔ،ﺿﺩ ﺍﻟﺣﻛﻭﻣﺔ
 ﻭﻛﻳﻝ، ﺍﻟﻣﺣﺎﻣﻲ،ﻭﺍﻟﺗﻌﺭﻑ ﻋﻠﻲ ﺷﺧﺻﻳﺔ ﺍﻟﻘﺎﺿﻲ
.ﺍﻟﻧﻳﺎﺑﺔ ﻭﻣﺳﺗﻭﻳﺎﺕ ﺍﻟﻠﻐﺔ ﺍﻟﺗﻲ ﻳﺳﺗﺧﺩﻣﻭﻧﻬﺎ

 ﺗﺣﻠﻳﻝ ﺍﻟﻠﻐﺔ ﺍﻟﻣﺳﺗﺧﺩﻣﺔ ﺑﻭﺍﺳﻁﺔ ﺍﻟﻘﺎﺿﻲ ﻭﺍﻟﺩﻳﺑﺎﺟﺎﺕ ﺍﻟﺗﻲ/ ﺗﺳﺟﻳﻝ ﺍﻟﺗﻌﺑﻳﺭﺍﺕ.ﺍﻟﻣﺣﺎﻣﻲ
.ﻳﺳﺗﻬﻠﻭﻥ ﺑﻬﺎ ﺣﺩﻳﺛﻬﻡ

. ﺯﻳﺎﺭﺓ ﻣﺣﻛﻣﺔ ﺍﻷﺳﺭﺓ ﻭ ﺣﺿﻭﺭ ﺑﻌﺽ ﺍﻟﺟﻠﺳﺎﺕ. ﻭﻛﻳﻝ ﺍﻟﻧﻳﺎﺑﺔ، ﺍﻟﻣﺣﺎﻣﻲ،ﻣﺭﺍﻗﺑﺔ ﻟﻐﺔ ﺍﻟﻘﺎﺿﻲ

ﺍﻟﻣﺣﺎﻣﻳﻥ ﻭ ﻣﻧﺎﻗﺷﺗﻬﻡ ﺣﻭﻝ/ ﺍﻻﻟﺗﻘﺎء ﺑﺑﻌﺽ ﺍﻟﻘﺿﺎﺓ ﻣﻧﺎﻗﺷﺔ.ﻋﻣﻝ ﺍﻟﻣﺣﻛﻣﺔ ﻭ ﻧﻭﻋﻳﺎﺕ ﺍﻟﻘﺿﺎﻳﺎ ﺑﻬﺎ
.ﺃﻫﻣﻳﺔ ﺍﻟﻠﻐﺔ ﻭ ﺍﻹﻟﻘﺎء ﺩﺍﺧﻝ ﺍﻟﻣﺣﻛﻣﺔ

ﺍﻟﻣﻭﺿﻭﻉ
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 -ﺷﺧﺻﻳﺔ ﺍﻟﻘﺎﺿﻲ ﻭ ﻣﻛﺎﻧﺗﻬﺎ

ﻭﺍﺟﺏ ﻣﻧﺯﻟﻲ:

ﻓﻲ ﻣﺟﻣﻭﻋﺎﺕ ،ﺇﻋﺩﺍﺩ ﻗﺎﺋﻣﺔ ﺑﺄﻫﻡ ﻣﺎ ﻻﺣﻅﻪ
ﺍﻟﻁﻼﺏ ﻣﻥ ﺧﺻﺎﺋﺹ )ﺻﻭﺗﻳﺔ ،ﻗﻭﺍﻋﺩ ﻭ
ﺗﺭﺍﻛﻳﺏ ،ﺃﺳﻠﻭﺏ ،ﻣﻔﺭﺩﺍﺕ ﻭ ﺗﻌﺑﻳﺭﺍﺕ( ﺗﻣﻳﺯ ﻟﻐﺔ
ﻓﺻﺣﻲ ﺍﻟﻌﺻﺭ ﻭ ﻋﺎﻣﻳﺔ ﺍﻟﻣﺛﻘﻔﻳﻥ.

ﺍﻹﺟﺗﻣﺎﻋﻳﺔ.
Creating general guidelines that guide the student
throughout the process of autonomous learning after
the course.

 ﺷﺧﺻﻳﺔ ﺍﻟﻣﺣﺎﻣﻲ ﻭ ﻧﻅﺭﺓﺍﻟﻣﺟﺗﻣﻊ ﻟﻬﺎ ﻭ ﻣﺎ ﻳﺭﺗﺑﻁ ﺑﻬﺎ
ﻣﻥ ﺻﻭﺭﺓ ﻧﻣﻁﻳﺔ
).(stereotype
 ﺍﻟﻌﺭﺿﺣﺎﻟﺟﻲ/ﻛﺎﺗﺏﺍﻟﻌﺭﺍﺋﺽ.
 ﻧﻛﺎﺕ ﻭ ﻗﻔﺷﺎﺕ ﻋﻥ ﺍﻟﻘﺿﺎﺓ ﻭﺍﻟﻣﺣﺎﻣﻳﻥ.
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ﻓﺻﺣﻲ ﺍﻟﺗﺭﺍﺙ
ﺍﻟﻣﻭﺿﻭﻉ

ﻓﺻﺣﻲ ﺍﻟﻌﺻﺭ

ﻋﺎﻣﻳﺔ ﺍﻟﻣﺛﻘﻔﻳﻥ

ﺍﻹﺟﺭﺍءﺍﺕ
 ﺗﺻﻔﺢ ﺍﻹﻧﺗﺭﻧﺕ ﻭ ﻣﻧﺎﻗﺷﺔ ﺣﻭﻝ ﻣﻛﺎﻥ ﺍﻟﻣﺟﻣﻊ،ﺗﺎﺭﻳﺧﻪ ،ﺍﻟﻬﻳﺋﺎﺕ/ﺍﻟﻣﺻﺎﻟﺢ ﺍﻟﺣﻛﻭﻣﻳﺔ ﺍﻟﻣﻭﺟﻭﺩﺓ ﺑﻪ،
ﻣﺭﻛﺯﻳﺔ/ﻻﻣﺭﻛﺯﻳﺔ ﺍﻟﺣﻛﻭﻣﺔ،
ﺍﻟﺭﻭﺗﻳﻥ/ﺍﻟﺑﻳﺭﻭﻗﺭﺍﻁﻳﺔ ،ﺍﻟﺗﻔﻛﻳﺭ ﻓﻲ ﺑﻳﻊ ﺍﻟﻣﺟﻣﻊ
ﻭﻧﻘﻝ ﻣﻛﺎﺗﺑﻪ.
 ﻣﺷﺎﻫﺩﺓ ﻣﺷﺎﻫﺩ ﻣﻥ ﻓﻳﻠﻡ "ﺍﻹﺭﻫﺎﺏ ﻭﺍﻟﻛﺑﺎﺏ"ﻭﺍﻟﺗﻌﺭﻑ ﻋﻠﻲ ﺷﻛﻝ ﺍﻟﻣﺟﻣﻊ ﻭﺍﻟﺷﺧﺻﻳﺎﺕ
ﺍﻟﻣﺗﻭﺍﺟﺩﺓ ﺑﻪ ﻭﻣﺳﺗﻭﻱ ﺍﻟﻠﻐﺔ ﺍﻟﺫﻱ ﻳﺳﺗﺧﺩﻣﻭﻧﻪ.

 ﺗﺣﻠﻳﻝ ﺍﻟﻠﻐﺔ ﺍﻟﻣﺳﺗﺧﺩﻣﺔ ﺑﻭﺍﺳﻁﺔ ﻛﺑﺎﺭ/ﺻﻐﺎﺭﺍﻟﻣﻭﻅﻔﻳﻥ ﻭ ﺍﻟﺷﺭﺍﺋﺢ ﺍﻟﻣﺧﺗﻠﻔﺔ ﻣﻥ ﺍﻟﻣﻭﺍﻁﻧﻳﻥ.

ﻋﺎﻣﻳﺔ ﻣﺗﺄﺛﺭﺓ ﺑﻠﻐﺎﺕ ﺃﺟﻧﺑﻳﺔ

ﺍﻷﻫﺩﺍﻑ
)- Cultural/historic lead in. (intercultural sensitivity

ﻋﺎﻣﻳﺔ ﺍﻟﻣﺗﻧﻭﺭﻳﻥ

ﻋﺎﻣﻳﺔ ﺍﻷﻣﻳﻳﻥ

ﺛﻘﺎﻓﺔ
 -ﻗﻳﻣﺔ ﺍﻟﻣﺑﻧﻲ ﻛﺭﻣﺯ ﺑﺄﻫﻡ

ﺍﻟﺯﻣﻥ
۱ﺳﺎﻋﺔ

ﻣﻳﺎﺩﻳﻥ ﻣﺻﺭ.
 ﺍﺭﺗﺑﺎﻁ ﺍﻟﻣﺑﻧﻲ ﺑﺎﻟﻣﺻﺎﻟﺢﺍﻟﺣﻛﻭﻣﻳﺔ ﻭﻣﺎ ﻳﻣﺛﻠﻪ ﻫﺫﺍ ﻣﻥ
- Probe/familiarize with the used varieties.
)(linguaculture

ﺭﻣﺯ ﻟﻠﺑﻳﺭﻭﻗﺭﺍﻁﻳﺔ ﻭ

۱ﺳﺎﻋﺔ

ﺍﻟﻣﺭﻛﺯﻳﺔ.
 ﺁﺭﺍء ﺍﻟﻣﺻﺭﻳﻳﻥ ﻓﻳﻣﺎ ﻳﺧﺹ- Recognize/identify the most salient linguistic
features (lexical, phonological, morphological,
)syntactic, pragmatic). (linguistic

ﺍﻗﺗﺭﺍﺣﺎﺕ ﺑﻳﻊ ﺍﻟﻣﺟﻣﻊ

۲ﺳﺎﻋﺔ

ﻭﺗﺣﻭﻳﻠﻪ ﺇﻟﻲ ﻓﻧﺩﻕ.
" -ﻓﻭﺕ ﻋﻠﻳﻧﺎ ﺑﻛﺭﺓ" "ﺇﻥ ﻓﺎﺗﻙ

 ﺯﻳﺎﺭﺓ ﻣﺟﻣﻊ ﺍﻟﺗﺣﺭﻳﺭ ﻭﺍﻟﺗﻌﺭﻑ ﻋﻠﻲ ﺇﺩﺍﺭﺍﺗﻪﻭﻫﻳﺋﺎﺗﻪ.ﻋﻘﺩ ﻟﻘﺎءﺍﺕ ﻣﻊ ﻣﻭﻅﻔﻳﻥ ﻣﻥ ﻣﺧﺗﻠﻑ
ﺍﻟﻁﺑﻘﺎﺕ ﻭﺍﻟﺩﺭﺟﺎﺕ ﺍﻟﻭﻅﻳﻔﻳﺔ ﻭﺳﺅﺍﻟﻬﻡ ﻋﻣﺎ
ﻳﻘﺩﻣﻭﻧﻪ ﻣﻥ ﺧﺩﻣﺎﺕ.

- Explore/find out yourself about language varieties
used by the Egyptian government apparatuses
)employees/mid class managers. (linguaculture
- Select the most relevant varieties to use throughout
the meetings. (intercultural communicative
)competence

ﺍﻟﻣﻳﺭﻱ ،ﺍﺗﻣﺭﻣﻎ ﻓﻲ ﺗﺭﺍﺑﻪ!"

۱ﺳﺎﻋﺔ

 ﺃﺳﻠﻭﺏ ﺗﻌﺎﻣﻝ ﺍﻟﻣﻭﻅﻑ ﻣﻊﺍﻟﻣﻭﺍﻁﻥ.
 ﺭﺍﺗﺏ ﺍﻟﻣﻭﻅﻑ ﺍﻟﺿﺋﻳﻝ. -ﻣﺷﻛﻠﺔ ﺍﻟﺑﻁﺎﻟﺔ ﺍﻟﻣﻘﻧﻌﺔ.

۱ﺳﺎﻋﺔ
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ﻭﺍﺟﺏ ﻣﻧﺯﻟﻲ:

ﻓﻲ ﻣﺟﻣﻭﻋﺎﺕ ،ﺇﻋﺩﺍﺩ ﻗﺎﺋﻣﺔ ﺑﺄﻫﻡ ﻣﺎ ﻻﺣﻅﻪ ﺍﻟﻁﻼﺏ
ﻣﻥ ﺧﺻﺎﺋﺹ )ﺻﻭﺗﻳﺔ ،ﻗﻭﺍﻋﺩ ﻭ ﺗﺭﺍﻛﻳﺏ ،ﺃﺳﻠﻭﺏ،
ﻣﻔﺭﺩﺍﺕ ﻭ ﺗﻌﺑﻳﺭﺍﺕ( ﺗﻣﻳﺯ ﻟﻐﺔﻋﺎﻣﻳﺔ ﺍﻟﻣﺛﻘﻔﻳﻥ ﻭﻋﺎﻣﻳﺔ
ﺍﻟﻣﺗﻧﻭﺭﻳﻥ.

Creating general guidelines that guide the student
throughout the process of autonomous learning after
the course.

 ﺷﺧﺻﻳﺔ ﺍﻟﻣﻭﻅﻑ ﺍﻟﺣﻛﻭﻣﻲﻭ ﻧﻅﺭﺓ ﺍﻟﻣﺟﺗﻣﻊ ﻟﻬﺎ ﻗﺩﻳﻣﺎ ً
ﻭﺣﺩﻳﺛﺎ ً ﻭ ﻣﺎ ﻳﺭﺗﺑﻁ ﺑﻬﺎ ﻣﻥ
ﺻﻭﺭﺓ ﻧﻣﻁﻳﺔ
).(stereotype
 ﻧﻛﺎﺕ ﻭﻗﻔﺷﺎﺕ ﻋﻥ ﺍﻟﺭﻭﺗﻳﻥﺍﻟﺣﻛﻭﻣﻲ.
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ﻓﺻﺣﻲ ﺍﻟﺗﺭﺍﺙ
ﺍﻟﻣﻭﺿﻭﻉ

ﻓﺻﺣﻲ ﺍﻟﻌﺻﺭ

ﻋﺎﻣﻳﺔ ﺍﻟﻣﺛﻘﻔﻳﻥ

ﺍﻹﺟﺭﺍءﺍﺕ
ﺗﺻﻔﺢ ﺍﻹﻧﺗﺭﻧﺕ ﻭ ﻣﻧﺎﻗﺷﺔ ﺣﻭﻝ ﺻﻧﺎﻋﺔﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﻭﺍﻻﺗﺻﺎﻻﺕ ﻓﻲ ﻣﺻﺭ .ﺍﻟﻔﺭﻭﻕ ﺑﻳﻥ
ﺍﻟﻌﻣﻝ ﺑﺎﻟﻘﻁﺎﻉ ﺍﻟﻌﺎﻡ ﻭﺍﻟﺧﺎﺹ ﻣﻥ ﺣﻳﺙ ﺍﻟﻣﺭﺗﺑﺎﺕ،
ﺟﻭ ﺍﻟﻌﻣﻝ ﻭﻧﻭﻋﻳﺔ ﺍﻟﻣﻭﻅﻔﻳﻥ.

ﻋﺎﻣﻳﺔ ﻣﺗﺄﺛﺭﺓ ﺑﻠﻐﺎﺕ ﺃﺟﻧﺑﻳﺔ

ﺍﻷﻫﺩﺍﻑ
)- Cultural/historic lead in. (intercultural sensitivity

ﻋﺎﻣﻳﺔ ﺍﻟﻣﺗﻧﻭﺭﻳﻥ

ﻋﺎﻣﻳﺔ ﺍﻷﻣﻳﻳﻥ

ﺛﻘﺎﻓﺔ
 -ﻣﺩﻱ ﺗﻭﻓﺭ ﺍﻻﺗﺻﺎﻻﺕ

ﺍﻟﺯﻣﻥ
۱ﺳﺎﻋﺔ

ﻭﺍﻹﻧﺗﺭﻧﺕ ﻓﻲ ﻣﺻﺭ.
 -ﻣﺩﻱ ﻣﻭﺍﻛﺑﺔ ﺍﻷﺟﻳﺎﻝ ﺍﻟﺟﺩﻳﺩﺓ

ﻣﺷﺎﻫﺩﺓ ﻣﺷﺎﻫﺩﺓ ﺃﻏﻧﻳﺔ "ﻗﻭﻝ ﺃﻟﻭ" ﻭﺍﻟﺗﻌﺭﱡ ﻑ ﻋﻠﻲﺷﻛﻝ ﺍﻟﺷﺭﻛﺔ ﻭﺍﻟﻣﻭﻅﻔﻳﻥ ﻭﻟﻐﺗﻬﻡ.

- Probe/familiarize with the used varieties.
)(linguaculture

ﻣﺷﺎﻫﺩﺓ ﺟﺯء ﻣﻥ ﻋﺭﺽ ﺳﺗﺎﻧﺩ ﺃﺏﻛﻭﻣﻳﺩﻱ)ﺍﻟﻛﻣﺑﻳﻭﺗﺭ  . . .ﺍﻟﻣﻭﺑﻳﻝ( ﻭﺍﻟﺗﻌﺭﻑ ﻋﻠﻲ
ﺍﻟﻣﺻﻁﻠﺣﺎﺕ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺔ ﺍﻷﺟﻧﺑﻳﺔ ﺍﻟﺩﺍﺭﺟﺔ ﻓﻲ
ﺍﻟﻌﺎﻣﻳﺔ ﺍﻟﻣﺻﺭﻳﺔ ﻭ ﻛﻳﻔﻳﺔ ﺩﻣﺟﻬﺎ ﻭﺇﻋﻣﺎﻝ ﻗﻭﺍﻋﺩ
ﺍﻟﻌﺭﺑﻳﺔ ﻋﻠﻳﻬﺎ.

- Recognize/identify the most salient linguistic
features (lexical, phonological, morphological,
)syntactic, pragmatic)(linguistic
Examples:
 .ﺕ  toﻁ ,ﺽ  toﻅ ,ﺱ  sound toﺙ • the change of the
• conjugating foreign words (yemanage: he manages,
)hanmeet: we will meet
• constant insertion of foreign words in utterances
(code-switching).

 ﺯﻳﺎﺭﺓ ﺷﺭﻛﺔ ﻛﻣﺑﻳﻭﺗﺭ /ﺍﺗﺻﺎﻻﺕ ﻭﺍﻟﺗﻌﺭﻑ ﻋﻠﻲﻣﺳﺗﻭﻳﺎﺕ ﺍﻟﻠﻐﺔﺍﻟﻣﺳﺗﺧﺩﻣﺔﺑﻭﺍﺳﻁﺔ ﻣﻭﻅﻔﻲ
ﻭﻣﻬﻧﺩﺳﻲ ﺍﻟﺷﺭﻛﺔ ﻭﻁﺭﻳﻘﻲ ﺍﺳﺗﺧﺩﺍﻡ ﺍﻟﻛﻠﻣﺎﺕ
ﺍﻷﺟﻧﺑﻳﺔ ﻓﻲ ﺍﻟﻌﺎﻣﻳﺔ ﺍﻟﻣﺻﺭﻳﺔ.

- Explore/find out yourself about language varieties
used by the Egyptian IT developers and technology
)specialists. (linguaculture

 ﺇﻗﺎﻣﺔ ﺣﻭﺍﺭﺍﺕ ﻣﻊ ﻣﻭﻅﻔﻲ /ﻣﻬﻧﺩﺳﻲ ﺍﻟﺷﺭﻛﺔﻭﺳﺅﺍﻟﻬﻡ ﻋﻥ ﺗﻔﺎﺻﻳﻝ ﻋﻣﻠﻬﻡ ﻭﻣﻧﺎﻗﺷﺗﻬﻡ ﺑﺎﺳﺗﺧﺩﺍﻡ
ﻧﻔﺱ ﺍﻟﻣﺻﻁﻠﺣﺎﺕ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺔ.

- Select the most relevant varieties to use throughout
the discussion. (intercultural communicative
)competence

ﻟﻌﻠﻭﻡ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺍﻟﺣﺩﻳﺛﺔ

۱ﺳﺎﻋﺔ

ﻭﺍﻟﻔﺟﻭﺓ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺔ ﺑﻳﻥ
ﺍﻷﺟﻳﺎﻝ ﺍﻟﻘﺩﻳﻣﺔ ﻭﺍﻟﺟﺩﻳﺩﺓ.
 -ﺍﻟﺷﺑﻛﺎﺕ ﺍﻻﺟﺗﻣﺎﻋﻳﺔ )ﻓﻳﺱ

۲ﺳﺎﻋﺔ

ﺑﻭﻙ ،ﺗﻭﻳﺗﺭ( ﻭﻣﺩﻱ ﺍﻹﻗﺑﺎﻝ
ﻋﻠﻳﻬﺎ.
 ﺍﻟﻘﺭﺻﻧﺔ ﺍﻟﻣﻌﻠﻭﻣﺎﺗﻳﺔ. ﺍﻹﻧﺗﺭﻧﺕ ﻛﻣﺗﻧﻔﺱ ﺳﻳﺎﺳﻲﻭﺇﻋﻼﻣﻲ.
 -ﺷﺧﺻﻳﺔ ﻣﻬﻧﺩﺱ ﺍﻹﺗﺻﺎﻻﺕ/

۱ﺳﺎﻋﺔ

ﺍﻟﻣﺑﺭﻣﺞ ﺍﻟﻣﺻﺭﻱ ﻭ ﻧﻅﺭﺓ
ﺍﻟﻣﺟﺗﻣﻊ ﻟﻬﺎ ﻭ ﻣﺎ ﻳﺭﺗﺑﻁ ﺑﻬﺎ
ﻣﻥ ﺻﻭﺭﺓ ﻧﻣﻁﻳﺔ

۱ﺳﺎﻋﺔ

Developing Intercultural Communicative Competence and Proficiency of Advanced Arabic Learners 99
.(stereotype)
 ﻧﻛﺎﺕ ﻭﻗﻔﺷﺎﺕ ﻋﻥ ﺷﺑﺎﺏ.ﺍﻟﻔﻳﺱ ﺑﻭﻙ

Creating general guidelines that guide the student
throughout the process of autonomous learning after
the course.

:ﻭﺍﺟﺏ ﻣﻧﺯﻟﻲ

 ﺇﻋﺩﺍﺩ ﻗﺎﺋﻣﺔ ﺑﺄﻫﻡ ﻣﺎ ﻻﺣﻅﻪ ﺍﻟﻁﻼﺏ،ﻓﻲ ﻣﺟﻣﻭﻋﺎﺕ
، ﺃﺳﻠﻭﺏ، ﻗﻭﺍﻋﺩ ﻭ ﺗﺭﺍﻛﻳﺏ،ﻣﻥ ﺧﺻﺎﺋﺹ )ﺻﻭﺗﻳﺔ
ﻣﻔﺭﺩﺍﺕ ﻭ ﺗﻌﺑﻳﺭﺍﺕ( ﺗﻣﻳﺯ ﺍﻟﻌﺎﻣﻳﺔ ﺍﻟﻣﺗﺄﺛﺭﺓ ﺑﻠﻐﺎﺕ
.ﺃﺟﻧﺑﻳﺔ ﻭﻋﺎﻣﻳﺔ ﺍﻟﻣﺗﻧﻭﺭﻳﻥ
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ﻓﺻﺣﻲ ﺍﻟﺗﺭﺍﺙ
ﺍﻟﻣﻭﺿﻭﻉ

ﻓﺻﺣﻲ ﺍﻟﻌﺻﺭ

ﻋﺎﻣﻳﺔ ﺍﻟﻣﺛﻘﻔﻳﻥ

ﺍﻻﺟﺭﺍءﺍﺕ
 ﺗﺻﻔﺢ ﺍﻹﻧﺗﺭﻧﺕ ﻭ ﻣﻧﺎﻗﺷﺔ ﺣﻭﻝ ﺍﻟﺻﻧﺎﻋﺔ ﻓﻲﻣﺻﺭ :ﺃﻫﻡ ﺍﻟﺻﻧﺎﻋﺎﺕ ﻗﺩﻳﻣﺎ ً ﻭ ﺣﺩﻳﺛﺎً ،ﻋﺻﺭ
ﺍﻟﻧﻬﺿﺔ ﺍﻟﺻﻧﺎﻋﻳﺔ ﻓﻲ ﻣﺻﺭ ﻭﺗﺣﻭﻝ ﺍﻟﻛﺛﻳﺭ ﻣﻥ
ﺍﻟﻔﻼﺣﻳﻥ ﺇﻟﻲ ﻋﻣﺎﻝ ،ﻋﻳﺩ ﺍﻟﻌﻣﺎﻝ ،ﻫﺟﺭﺓ ﺍﻟﻌﻣﺎﻟﺔ
ﺍﻟﻣﺎﻫﺭﺓ ﺇﻟﻲ ﺩﻭﻝ ﺍﻟﺧﻠﻳﺞ ،ﺍﻟﻌﻣﺎﻟﺔ ﺍﻷﺟﻧﺑﻳﺔ ﻓﻲ
ﻣﺻﺭ(...
. ﻣﺷﺎﻫﺩﺓ ﻣﺷﺎﻫﺩ ﻣﻥ ﻓﻳﻠﻡ "ﺍﻟﻧﻣﺭ ﺍﻷﺳﻭﺩ" ﻭﺍﻟﺗﻌﺭﻑﻋﻠﻲ ﺣﻳﺎﺓ ﺍﻟﻌﺎﻣﻝ ﺍﻟﻣﺻﺭﻱ ﻭﻫﺟﺭﺓ ﺍﻟﻛﺛﻳﺭ ﻣﻥ
ﺍﻟﻌﻣﺎﻟﺔ ﺍﻟﻣﺎﻫﺭﺓ.ﻣﺷﺎﻫﺩﺓ ﺟﺯء ﻣﻥ ﻣﺳﻠﺳﻝ ﻟﻳﺎﻟﻲ
ﺍﻟﺣﻠﻣﻳﺔ )ﻣﺩﻳﺭ ﺍﻟﻣﺻﻧﻊ ﻣﻊ ﺍﻟﻌﻣﺎﻝ(.

 ﻣﺷﺎﻫﺩﺓ ﺟﺯء ﻣﻥ "ﻟﻘﺎء ﻣﻊ ﻋﻣﺎﻝ ﻣﺻﻧﻊﺍﺑﻭﺍﻟﺳﺑﺎﻉ" ﻭﻫﻡ ﻳﺷﻛﻭﻥ ﻣﻌﺎﻧﺎﺗﻬﻡ ﻭ ﺗﺣﻠﻳﻝ ﺍﻟﻠﻐﺔ
ﺍﻟﻣﺳﺗﺧﺩﻣﺔ.

ﻋﺎﻣﻳﺔ ﻣﺗﺄﺛﺭﺓ ﺑﻠﻐﺎﺕ ﺃﺟﻧﺑﻳﺔ

ﺍﻷﻫﺩﺍﻑ
)- Cultural/historic lead in. (intercultural sensitivity

ﻋﺎﻣﻳﺔ ﺍﻟﻣﺗﻧﻭﺭﻳﻥ

ﻋﺎﻣﻳﺔ ﺍﻷﻣﻳﻳﻥ

ﺛﻘﺎﻓﺔ
 -ﺍﻟﺻﻧﺎﻋﺔ ﻓﻲ ﻣﺻﺭ ،ﺗﺎﺭﻳﺧﻬﺎ،

ﺍﻟﺯﻣﻥ
۱ﺳﺎﻋﺔ

ﻧﻭﻋﻳﺔ ﺍﻟﺻﻧﺎﻋﺎﺕ ،ﺍﻟﺻﻧﺎﻋﺎﺕ
ﺍﻟﺛﻘﻳﻠﺔ ،ﺻﻧﺎﻋﺔ ﺍﻟﺧﺩﻣﺎﺕ.
 ﻣﺷﻛﻼﺕ ﺍﻟﺻﻧﺎﻋﺔ ﻭﺍﻻﻋﺗﻣﺎﺩ- Probe/familiarize with the used varieties.
)(linguaculture

ﻋﻠﻲ ﺍﻻﺳﺗﻳﺭﺍﺩ.
" -ﺻﻧﻊ ﻓﻲ ﻣﺻﺭ".

۱ﺳﺎﻋﺔ

 ﺗﺄﻫﻳﻝ ﻭﺗﻌﻠﻳﻡ ﺍﻟﻌﻣﺎﻝ ﻭﻣﺷﻛﻠﺔ- Recognize/identify the most salient linguistic
features (lexical, phonological, morphological,
)syntactic, pragmatic)(linguistic
Examples:
.ﺙ ،ﺫ • the complete absence of interdental sounds
.ء  toﻕ • the constant inversion of
 :ﻋﺎﻣﻳﺔ ﺍﻷﻣﻳﻳﻥ • the special features characterizing
intonation, special lexicon, idioms and expressions.

ﻧﻘﺹ ﺍﻟﻌﻣﺎﻟﺔ ﺍﻟﻔﻧﻳﺔ ﺍﻟﻣﺗﻌﻠﻣﺔ.

۲ﺳﺎﻋﺔ

 ﻣﺷﻛﻼﺕ ﻭﺣﻘﻭﻕ ﺍﻟﻌﻣﺎﻝﻭﻋﻼﻗﺗﻬﻡ ﺑﻣﺭءﻭﺳﻳﻬﻡ.
 ﺍﻟﺻﻧﺎﻋﺎﺕ ﺍﻟﺻﻐﻳﺭﺓ ﻭﺍﻟﻳﺩﻭﻳﺔ. ﺍﻟﺻﻧﺎﻋﺎﺕ ﻏﻳﺭ ﺍﻟﻣﺭﺧﺻﺔ)ﺑﻳﺭ ﺍﻟﺳﻠﻡ(.

 ﺯﻳﺎﺭﺓ ﺃﺣﺩ ﺍﻟﻣﺻﺎﻧﻊ ﻭﻣﺭﺍﻗﺑﺔ ﺍﻟﻌﻣﺎﻝ ﺃﺛﻧﺎء ﻭﻗﺕﺍﻟﻌﻣﻝ ﻭﺍﻟﺭﺍﺣﺔ.ﻣﻼﺣﻅﺔ ﻣﺳﺗﻭﻳﺎﺕ
ﺍﻟﻠﻐﺔﺍﻟﻣﺳﺗﺧﺩﻣﺔﺑﻭﺍﺳﻁﺔ ﺍﻟﻌﺎﻣﻝ ،ﺍﻟﻣﻬﻧﺩﺱ ،ﺍﻟﻣﺩﻳﺭ.
 ﺍﻟﺗﺣﺩﺙ ﻣﻊ ﺍﻟﻌﻣﺎﻝ ﺣﻭﻝ ﺗﻔﺎﺻﻳﻝ ﻋﻣﻠﻬﻡ ،ﺣﻳﺎﺗﻬﻡﺍﻟﻳﻭﻣﻳﺔ ﻭﺁﻣﺎﻝ ﺍﻟﻣﺳﺗﻘﺑﻝ.

- Explore/find out yourself about language varieties
)used by Egyptian labor.(linguaculture

 -ﺍﻟﻌﻣﺎﻝ ﻓﻲ ﺍﻟﺣﻳﺎﺓ ﺍﻟﺳﻳﺎﺳﻳﺔ.

۱ﺳﺎﻋﺔ

 ﺷﺧﺻﻳﺔ ﺍﻟﻌﺎﻣﻝ ﺍﻟﻣﺻﺭﻱ ﻭ- Select the most relevant varieties to use throughout
the conversation. (intercultural communicative
)competence

ﻧﻅﺭﺓ ﺍﻟﻣﺟﺗﻣﻊ ﻟﻬﺎ ﻭ ﻣﺎ
ﻳﺭﺗﺑﻁ ﺑﻬﺎ ﻣﻥ ﺻﻭﺭﺓ ﻧﻣﻁﻳﺔ

۱ﺳﺎﻋﺔ
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.(stereotype)
 ﻧﻛﺎﺕ ﻭﻗﻔﺷﺎﺕ ﻋﻥ ﺍﻟﻌﺎﻣﻝ.ﺍﻟﻣﺻﺭﻱ

Creating general guidelines that guide the student
throughout the process of autonomous learning after
the course.

:ﻭﺍﺟﺏ ﻣﻧﺯﻟﻲ
 ﺇﻋﺩﺍﺩ ﻗﺎﺋﻣﺔ ﺑﺄﻫﻡ ﻣﺎ ﻻﺣﻅﻪ ﺍﻟﻁﻼﺏ،ﻓﻲ ﻣﺟﻣﻭﻋﺎﺕ
، ﺃﺳﻠﻭﺏ، ﻗﻭﺍﻋﺩ ﻭ ﺗﺭﺍﻛﻳﺏ،ﻣﻥ ﺧﺻﺎﺋﺹ )ﺻﻭﺗﻳﺔ
ﻣﻔﺭﺩﺍﺕ ﻭ ﺗﻌﺑﻳﺭﺍﺕ( ﺗﻣﻳﺯ ﻋﺎﻣﻳﺔ ﺍﻟﻣﺗﻧﻭﺭﻳﻧﻭﻋﺎﻣﻳﺔ
.ﺍﻷﻣﻳﻳﻥ

ﻓﺻﺣﻲ ﺍﻟﻌﺻﺭ
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ﻓﺻﺣﻲ ﺍﻟﺗﺭﺍﺙ
ﺍﻟﻣﻭﺿﻭﻉ

ﻋﺎﻣﻳﺔ ﺍﻟﻣﺛﻘﻔﻳﻥ

ﺍﻹﺟﺭﺍءﺍﺕ
 ﺗﺻﻔﺢ ﺍﻹﻧﺗﺭﻧﺕ ﻭ ﻣﻧﺎﻗﺷﺔ ﺣﻭﻝ ﺍﻟﺭﻳﺎﺿﺔ ﻓﻲﻣﺻﺭ ،ﺃﻛﺛﺭ ﺍﻟﺭﻳﺎﺿﺎﺕ ﻭﺍﻟﻼﻋﺑﻳﻥ ﺷﻌﺑﻳﺔ،
ﻣﺳﺗﻭﻱ ﻭﻣﺷﺎﻛﻝ ﺍﻟﺭﻳﺎﺿﺔ ﺍﻟﻣﺻﺭﻳﺔ ،ﺃﺟﻭﺭ
ﺍﻟﻼﻋﺑﻳﻥ ،ﻭﺗﻁﺑﻳﻕ ﻧﻅﺎﻡ ﺍﻻﺣﺗﺭﺍﻑ.
 ﻣﺷﺎﻫﺩﺓ ﻣﺷﺎﻫﺩ ﻣﻥ ﻓﻳﻠﻡ "ﺍﻟﻌﺎﻟﻣﻲ" ﻭﺍﻟﺗﻌﺭﻑ ﻋﻠﻲﺣﻳﺎﺓ ﻻﻋﺏ ﻛﺭﺓ ﻣﻥ ﻣﻧﻁﻘﺔ ﻋﺷﻭﺍﺋﻳﺔ ﻭﺻﻭﻻً ﺇﻟﻲ
ﺍﻟﺩﻭﺭﻱ ﺍﻷﻭﺭﻭﺑﻲ.ﺍﻟﺗﻌﺭﻑ ﻋﻠﻲ ﺍﻟﻣﺻﻁﻠﺣﺎﺕ
ﺍﻹﻧﺟﻠﻳﺯﻳﺔ ﻓﻲ ﻣﺟﺎﻝ ﻛﺭﺓ ﺍﻟﻘﺩﻡ ﻭ ﻣﺎ ﻳﻘﺎﺑﻠﻬﺎ ﻣﻥ
ﻣﺻﻁﻠﺣﺎﺕ ﻋﺭﺑﻳﺔ.
 ﺗﺣﻠﻳﻝ ﺍﻟﻠﻐﺔ ﺍﻟﻣﺳﺗﺧﺩﻣﺔ ﺑﻭﺍﺳﻁﺔ ﺍﻟﻼﻋﺏ ﻭ ﻛﺷﺎﻑﺍﻟﻣﻭﺍﻫﺏ .ﻣﺭﺍﻗﺑﺔ ﺗﻐﻳﺭ ﻟﻐﺔ ﺍﻟﻼﻋﺏ ﺑﺗﻐﻳﺭ ﻣﺳﺗﻭﺍﻩ
ﺍﻻﺟﺗﻣﺎﻋﻲ.ﺗﺣﻠﻳﻝ ﻟﻐﺔ ﺟﻣﺎﻫﻳﺭ ﺍﻟﺩﺭﺟﺔ ﺍﻟﺛﺎﻟﺛﺔ
ﻭﻫﺗﺎﻓﻬﻡ.

 ﺣﺿﻭﺭ ﻣﺑﺎﺭﺍﺓ ﺑﺎﻹﺳﺗﺎﺩ ﺑﻣﺩﺭﺟﺎﺕ ﺍﻟﺩﺭﺟﺔ ﺍﻟﺛﺎﻟﺛﺔﻭﺍﻻﺧﺗﻼﻁ ﺑﺎﻟﺟﻣﺎﻫﻳﺭ ﻭﺍﻟﺗﻌﺭﻑ ﻋﻠﻲ ﻫﺗﺎﻓﻬﻡ.

 ﺍﻟﺗﺣﺩﺙ ﻣﻊ ﺍﻟﺟﻣﺎﻫﻳﺭ ﻭﻣﺷﺎﺭﻛﺗﻬﻡ ﺍﻟﺗﺷﺟﻳﻊﻭﺍﻵﺭﺍء ﺣﻭﻝ ﺍﻟﻣﺎﺗﺵ ،ﻟﻌﺏ ﺍﻟﻔﺭﻳﻘﻳﻥ ،ﻭﺣﻛﻡ
ﺍﻟﻣﺑﺎﺭﺍﺓ.

ﻋﺎﻣﻳﺔ ﻣﺗﺄﺛﺭﺓ ﺑﻠﻐﺎﺕ ﺃﺟﻧﺑﻳﺔ

ﻋﺎﻣﻳﺔ ﺍﻟﻣﺗﻧﻭﺭﻳﻥ

ﺍﻷﻫﺩﺍﻑ
)- Cultural/historic lead in. (intercultural sensitivity

ﻋﺎﻣﻳﺔ ﺍﻷﻣﻳﻳﻥ

ﺛﻘﺎﻓﺔ
 -ﺍﻟﺭﻳﺎﺿﺔ ﻓﻲ ﻣﺻﺭ ،ﻗﻠﺔ

ﺍﻟﺯﻣﻥ
۱ﺳﺎﻋﺔ

ﻣﻣﺎﺭﺳﺔ ﺍﻟﺷﻌﺏ ﺍﻟﻣﺻﺭﻱ
ﻟﻠﺭﻳﺎﺿﺔ ﻣﻘﺎﺑﻝ ﻛﺛﺭﺓ
- Probe/familiarize with the used varieties.
)(linguaculture

ﺍﻟﻣﺷﺎﻫﺩﺓ.

۱ﺳﺎﻋﺔ

 ﺍﻟﻠﻌﺑﺎﺕ ﺍﻟﺷﻬﻳﺩﺓ.ﻛﺭﺓ ﺍﻟﻘﺩﻡ ﻭﺷﻌﺑﻳﺗﻬﺎ ﺍﻟﺟﺎﺭﻓﺔ.

- Recognize/identify the most salient linguistic
features (lexical, phonological, morphological,
)syntactic, pragmatic)(linguistic
Examples:
.ﺙ ،ﺫ • the complete absence of interdental sounds
.ء  toﻕ • the constant inversion of
 :ﻋﺎﻣﻳﺔ ﺍﻷﻣﻳﻳﻥ • the special features characterizing
intonation, special lexicon, idioms and expressions.
- Explore/find out yourself about language varieties
’used by the spectators. Familiarize with spectators
)cheers. (linguaculture
- Select the most relevant varieties to use throughout
the conversation/cheering. (intercultural
)communicative competence

 ﻗﻭﺍﻋﺩ ﻛﺭﺓ ﺍﻟﻘﺩﻡ ﻭﺃﺷﻬﺭﺍﻟﻧﻭﺍﺩﻱ ﺍﻟﻣﺻﺭﻳﺔ ﻭ ﺃﺷﻬﺭ

۲ﺳﺎﻋﺔ

ﺍﻟﻼﻋﺑﻳﻥ.
 ﺍﻟﻛﻭﺭﺓ ﺍﻟﺷﺭﺍﺏ. ﺟﻣﺎﻫﻳﺭ ﺍﻷﻟﺗﺭﺍﺱ )(ultrasﻭﺗﻌﺻﺑﻬﻡ ﺍﻟﺯﺍﺋﺩ.
 ﻛﺭﺓ ﺍﻟﻘﺩﻡ ﻭﺍﻟﺳﻳﺎﺳﺔ. ﺷﺧﺻﻳﺔ ﻻﻋﺏ ﺍﻟﻛﺭﺓ ﻭﻧﻅﺭﺓ ﺍﻟﻣﺟﺗﻣﻊ ﻟﻬﺎ ﻭ ﻣﺎ
ﻳﺭﺗﺑﻁ ﺑﻬﺎ ﻣﻥ ﺻﻭﺭﺓ ﻧﻣﻁﻳﺔ
).(stereotype

۱ﺳﺎﻋﺔ

۱ﺳﺎﻋﺔ
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ﻭﺍﺟﺏ ﻣﻧﺯﻟﻲ:

ﻓﻲ ﻣﺟﻣﻭﻋﺎﺕ ،ﺇﻋﺩﺍﺩ ﻗﺎﺋﻣﺔ ﺑﺄﻫﻡ ﻣﺎ ﻻﺣﻅﻪ
ﺍﻟﻁﻼﺏ ﻣﻥ ﺧﺻﺎﺋﺹ )ﺻﻭﺗﻳﺔ ،ﻗﻭﺍﻋﺩ ﻭ
ﺗﺭﺍﻛﻳﺏ ،ﺃﺳﻠﻭﺏ ،ﻣﻔﺭﺩﺍﺕ ﻭ ﺗﻌﺑﻳﺭﺍﺕ( ﺗﻣﻳﺯ ﻟﻐﺔ
ﻋﺎﻣﻳﺔ ﺍﻟﻣﺗﻧﻭﺭﻳﻧﻭﻋﺎﻣﻳﺔ ﺍﻷﻣﻳﻳﻥ.

Creating general guidelines that guide the student
throughout the process of autonomous learning after
the course.

 ﺑﺭﺍﻣﺞ ﺍﻟﺣﻭﺍﺭ ﺍﻟﺭﻳﺎﺿﻳﺔ ﻭﻣﺎﻳﺩﻭﺭ ﺑﻬﺎ ﻣﻥ ﻣﻧﺎﻗﺷﺎﺕ
ﺳﺎﺧﻧﺔ.
 ﻧﻛﺎﺕ ﻭ ﻗﻔﺷﺎﺕ ﻋﻥ ﻛﺭﺓﺍﻟﻘﺩﻡ ﻭﺍﻟﻼﻋﺑﻳﻥ ﻭﺍﻟﺟﻣﻬﻭﺭ.

Developing Intercultural Communicative Competence and Proficiency of Advanced Arabic
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Appendix B: Course Description
Course Name
Pre-requisites
Credit hours
Course Instructor

Goal

Course catalogue
description

Learning outcomes

Pedagogy/methodology

Intercultural Communicative Competence through Arabic
Varieties
Advanced level
Pilot course
Mahmoud Shoman
shoman@aucegypt.edu
0101533653
Office hours:
In an integration of Egyptian culture and its inherent
language varieties (following Badawi's taxonomy), the
course aims to guide students to explore the cultural
features manifested in the Egyptian character (Egyptian
people) from the prospective of varieties used. Exploration
is a step towards acquiring the ability to flexibly choose the
blend of varieties appropriate for a certain situation.
The course guides the student through an experience of
examining the Egyptian culture by getting an essence of
the Egyptian people rather than places or events. Different
Arabic varieties are the tools used by the student to
decipher the code of the Egyptian personality and the
circumstances leading to language produced.
Prerequisites
Prerequisite: Advanced level according to the ACTFL
guidelines.
By the end of this course of study, you should be able to....
1. Detect different language varieties used by
Egyptian native speakers.
2. Identify the most salient linguistic features (lexical,
phonological, morphological, syntactic, and
pragmatic) of each variety.
3. Familiarize oneself with the cultural identity of the
Egyptian native speaker, according to which
associated language is produced (Intercultural
Sensitivity).
4. Raise the ability to select the most appropriate
variety to be used in a certain situation based on the
college-educated Egyptian as a point of reference
(Intercultural Communicative Competence).
The course is founded on the basis of two main concepts:
- Language and culture are inseparable; therefore,
they have to be taught in an integrated fashion.

104

Developing Intercultural Communicative Competence and Proficiency of Advanced Arabic
Learners

-

Assignments
Course reading list/ text/s
/videos/documentaries
required

Semester schedule

Grade distribution

Where culture itself is hard to define and assess,
Intercultural Communicative Competence or in
other words“…a complex of abilities needed to
perform effectively and appropriately when
interacting with others who are linguistically and
culturally different from oneself” (Fantini, 2006).
According to this, the course targets the "who", the native
Egyptian speaker, and his or her spontaneous switching
between varieties. For this, the course guides the student
through the process of analyzing the language and cultural
orientation of native speakers in different situations to help
the student interact effectively and appropriately in the
same manner an Egyptian university-graduate would.
In simpler words, the course is a simulation of the
circumstances affecting native speaker's decision regarding
language used.
Group assignments: 5
Group final project: 1
Books:ﻗﺎﻣﻮﺳﺎﻟﻌﺎﺩﺍﺗﻮﺍﻟﺘﻘﺎﻟﻴﺪﻭﺍﻟﺘﻌﺎﺑﻴﺮﺍﻟﻤﺼﺮﻳﺔﺃﺣﻤﺪﺃﻣﻴﻦ
Movies/documentaries:
ﺃﺭﻳﺩ ﺣﻼً – ﺻﻼﺡ ﺍﻟﺩﻳﻥ ﺍﻷﻳﻭﺑﻲ – ﻭﺍﺇﺳﻼﻣﺎﻩ

 ﺭﻣﺿﺎﻥ-  ﻁﻳﻭﺭ ﺍﻟﻅﻼﻡ-  ﺍﻷﺳﺗﺎﺫﺓ ﻓﺎﻁﻣﺔ-  ﺿﺩ ﺍﻟﺣﻛﻭﻣﺔ- ﻣﺣﺎﻣﻲ ﺧﻠﻊ
-  ﻣﻭﺍﻟﺩ ﺍﻟﻣﺣﺭﻭﺳﺔ-  ﺳﻼﻡ ﻳﺎ ﺻﺎﺣﺑﻲ- ﻣﺑﺭﻭﻛﺎﺑﻭﺍﻟﻌﻠﻣﻳﻧﺣﻣﻭﺩﻩ –ﺍﻟﻔﺗﻭﺓ –ﺍﻟﺻﺎﻏﺔ
 ﺩﻡ ﺍﻟﻐﺯﺍﻝ-  ﺑﻳﻥ ﺍﻟﻘﺻﺭﻳﻥ – ﺍﻟﻔﺭﺡ- ﺍﻟﻠﻳﻠﺔ ﺍﻟﻛﺑﻳﺭﺓ
Soap operas: -  ﻳﻭﻣﻳﺎﺕ ﺗﺎﻣﺭ ﻭ ﺷﻭﻗﻳﺔﺍﻟﻣﻠﻙ ﻓﺎﺭﻭﻕ-  ﻛﺎﻓﻳﺗﺷﻳﻧﻭﺃﺭﺍﺑﻳﺳﻙ ﻟﻥ ﺃﻋﻳﺵ ﻓﻲ ﺟﻠﺑﺎﺏ ﺃﺑﻲ- ﻟﻳﺎﻟﻲ ﺍﻟﺣﻠﻣﻳﺔ –– ﻛﺎﻓﻳﺗﺷﻳﻧﻭ

The course is composed of 5 weeks with a total of 30
academic hours divided as follows per week:
- 2 classes, 2hours each.
- 1 field trip, 2hours.
Participation/class discussions
10%
Assignments: 5*5 =
25%
Interaction in field trips:
30%
Final group project:
15%
Final exam:
20%

NOTE:The content of this syllabus, including class schedule, is subject to change at the
coordinator’s discretion.
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Appendix C: Theme Schedule
اﻟﻤﺎدة :ﻋﺎﻤﻴﺔ ﻤﺼرﻴﺔ

اﻟﺠﺎﻤﻌﺔ اﻷﻤرﻴﻛﻴﺔ ﺒﺎﻟﻘﺎﻫرة

اﻷﺴﺘﺎذان :ﻤﺤﻤود ﺸوﻤﺎن /دﻴﻨﺎ ﺒﺸﻴر

ﻤرﻛز اﻟدراﺴﺎت اﻟﻌرﺒﻴﺔ ﺒﺎﻟﺨﺎرج

ﺴﺎﻋﺎت اﻟﻛﺘب 3:00-2:35 :ﻴوﻤﻴﺎً

ﺨرﻴف 2010

ﻓﻲ ﻤﺠﻤﻊ اﻟﺘﺤرﻴر
اﻟﺘﺎرﻴﺦ
اﻻﺜﻨﻴن
22
ﻨوﻓﻤﺒر

ﻤﻨﺎﻗﺸﺔ
• ﻤﺠﻤﻊ اﻟﺘﺤرﻴر :وظﻴﻔﺘﻪ ،ﻤﻛﺎﻨﻪ ،ﺘﺎرﻴﺨﻪ،
اﻟﻬﻴﺌﺎت/اﻟﻤﺼﺎﻟﺢ اﻟﺤﻛوﻤﻴﺔ اﻟﻤوﺠودة ﺒﻪ،
ﻤرﻛزﻴﺔ/ﻻﻤرﻛزﻴﺔ اﻟﺤﻛوﻤﺔ،

ﻨﺸﺎطﺎت أﺨرى
• ﻨﻛت وﻗﻔﺸﺎت ﻋن
اﻟروﺘﻴن اﻟﺤﻛوﻤﻲ
واﻟﻤوظﻔﻴن.

اﻟروﺘﻴن/اﻟﺒﻴروﻗراطﻴﺔ ،اﻟﺘﻔﻛﻴر ﻓﻲ ﺒﻴﻊ اﻟﻤﺠﻤﻊ

اﻟواﺠب
• ﻤﺸﺎﻫدة ﻤﺸﺎﻫد
ﻤن ﻓﻴﻠم

"اﻹرﻫﺎب
واﻟﻛﺒﺎب"

واﻟﺘﻌرف ﻋﻠﻲ

وﻨﻘﻝ ﻤﻛﺎﺘﺒﻪ

http://videohat.masrawy.com/view_video.
?viewkey=45714c153f28692416c3 php

ﺸﻛﻝ اﻟﻤﺠﻤﻊ
واﻟﺸﺨﺼﻴﺎت

• ﺸﺨﺼﻴﺎت )اﻟﻤوظف /اﻟﻤوظﻔﺔ اﻟﺤﻛوﻤﻴﺔ،

اﻟﻤﺘواﺠدة ﺒﻪ.

اﻟﻤدﻴر اﻟﻌﺎم ،ﺼﺎﺤب اﻟﻤﺼﻠﺤﺔ(

• ﻤﺼطﻠﺤﺎت )ﻓوت ﻋﻠﻴﻨﺎ ﺒﻛرة ،اﻟدﻤﻐﺔ،
اﻟﺒﻘﺸﻴش/اﻟرﺸوة/اﻟﺸﺎي ﺒﺘﺎﻋﻲ/ﺴﺠﺎﻴري /اﻟدرج
ﻤﻔﺘوح ،ﺸﻬﺎدة ﻤن  2ﻤوظﻔﻴن ،ﻗﻀﺎء

ﻤﺼﻠﺤﺔ(...
اﻟﺜﻼﺜﺎء
23
ﻨوﻓﻤﺒر

• ﻤﺴﺘوﻴﺎت اﻟﻠﻐﺔ اﻟﻤﺴﺘﺨدﻤﺔ ﺒواﺴطﺔ اﻟﻤوظف
وﺼﺎﺤب اﻟﻤﺼﻠﺤﺔ ﻤن ﻤﺨﺘﻠف اﻟطﺒﻘﺎت

• ﻤدي ﻤﻼﺌﻤﺔ ﻤﺴﺘوي ﻟﻐﺔ اﻟﺤوار ﻟﻠﻤوﻀوع،
اﻟﻤوﻗف ،اﻟﻤﻛﺎن

• اﻟﺨﻠﻔﻴﺔ اﻟﺜﻘﺎﻓﻴﺔ ،اﻹﺠﺘﻤﺎﻋﻴﺔ ،اﻹﻗﺘﺼﺎدﻴﺔ ،و
اﻟﺘﻌﻠﻴﻤﻴﺔ ﻟﻠﻤوظﻔﻴن/أﺼﺤﺎب اﻟﻤﺼﺎﻟﺢ

• ﻤﺸﺎﻫدة ﻤﺸﺎﻫد أﺨري ﻤن • ﻤﺸﻬد ﻟﻠﺘﻔرﻴﻎ
ﻓﻴﻠم "اﻹرﻫﺎب واﻟﻛﺒﺎب "
وﺘﺤﻠﻴﻠﻬﺎ

ٕواظﻬﺎر ﻤﺴﺘوﻴﺎت
اﻟﻠﻐﺔ اﻟﻤﺴﺘﺨدﻤﺔ
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اﻷرﺒﻌﺎء
24

• ﻤﺴﺘوﻴﺎت اﻟﻠﻐﺔ اﻟﻤﺴﺘﺨدﻤﺔ ﻓﻲ اﻟﻤﺸﻬد
• اﻻﻨﺘﻘﺎﻝ واﻟدﻤﺞ ﺒﻴن اﻟﻤﺴﺘوﻴﺎت.

ﻨوﻓﻤﺒر

• إﻋﺎدة ﺘﺸﻐﻴﻝ ﻤﻘﺎطﻊ
ﻗﺼﻴرة وﻤﻨﺎﻗﺸﺔ اﻟﻌواﻤﻝ

اﻟﻠﻐوﻴﺔ اﻟﻤﻤﻴزة ﻟﻛﻝ ﻤﺴﺘوي

• ﺘﺤﻠﻴﻝ اﻟﻠﻐﺔ اﻟﻤﺴﺘﺨدﻤﺔ

ﻓﻲ اﻟﻤﺠﻤﻊ ﺒواﺴطﺔ ﻨﻤﺎذج
ﻤﺨﺘﻠﻔﺔ ﻤن اﻟﻤﺠﺘﻤﻊ
اﻟﻤﺼري

• ﻋﻤﻝ ﻗواﺌم ﻤﺒدﺌﻴﺔ ﺒﺄﻫم
اﻟﺼﻔﺎت اﻟﻤﻤﻴزة ﻟﻛﻝ

ﻤﺴﺘوى ﻟﻐوي )ﻤﻠﺤق أ(
اﻟﺨﻤﻴس

رﺤـﻠـﺔ

25
ﻨوﻓﻤﺒر
* اﻟﺠدوﻝ اﻷﺴﺒوﻋﻲ ﻗﺎﺒﻝ داﺌﻤﺎ ﻟﻠﺘﻐﻴﻴر ﺤﺴب اﺤﺘﻴﺎﺠﺎت اﻟﻔﺼﻝ

واﺠﺒﺎت "ﻓﻲ ﻤﺠﻤﻊ اﻟﺘﺤرﻴر"

• ﺘﺠﻤﻴﻊ ﻗواﺌم
اﻟﻤﺴﺘوﻴﺎت ﻓﻲ
ﻤﺠﻤوﻋﺎت.

108

Developing Intercultural Communicative Competence and Proficiency of Advanced Arabic
Learners

واﺠب ﻟﻴوم اﻹﺜﻨﻴن اﻟﺠﺎي:
ودور ع اﻟﻤﻌﻠوﻤﺎت دي:
إدﺨﻝ ﻋﻠﻰ اﻹﻨﺘرﻨت َ
 اﻤﺘﻲ اﺘﺒﻨﻲ ﻤﺠﻤﻊ اﻟﺘﺤرﻴر وﻟﻴﻪ؟ أﻫم اﻟﻬﻴﺌﺎت واﻟﻤﺼﺎﻟﺢ اﻟﺤﻛوﻤﻴﺔ ﻓﻲ اﻟﻤﺠﻤﻊ؟ ٕواﻴﻪ اﻟﻬﻴﺌﺎت إﻟﻠﻲ اﺘﻨﻘﻠت ﻤﻨﻪ ؟ ﻴﻌﻨﻲ إﻴﻪ ﻤرﻛزﻴﺔ/ﻻﻤرﻛزﻴﺔ اﻟﺤﻛوﻤﺔ ؟ ٕواﻴﻪ ﻫو اﻟروﺘﻴن/اﻟﺒﻴروﻗراطﻴﺔ ؟ إﻴﻪ ﺤﻛﺎﻴﺔ اﻟﺘﻔﻛﻴر ﻓﻲ ﺒﻴﻊ اﻟﻤﺠﻤﻊ وﻨﻘﻝ ﻤﻛﺎﺘﺒﻪ ؟ ٕواﻴﻪ رأﻴك؟ ﻴﻌﻨﻲ إﻴﻪ: oﻓوت ﻋﻠﻴﻨﺎ ﺒﻛرة:
 oاﻟدﻤﻐﺔ ،اﻟﺒﻘﺸﻴش/اﻟرﺸوة/اﻟﺸﺎي ﺒﺘﺎﻋﻲ/ﺴﺠﺎﻴري /اﻟدرج ﻤﻔﺘوح:
 oﺸﻬﺎدة ﻤن  2ﻤوظﻔﻴن:
 oﻗﻀﺎء ﻤﺼﻠﺤﺔ:
 ﻨﻛﺎت أو أﻤﺜﺎﻝ ﻋن ﺸﺨﺼﻴﺔ " اﻟﻤوظف /اﻟﻤوظﻔﺔ اﻟﺤﻛوﻤﻴﺔ ،اﻟﻤدﻴر اﻟﻌﺎم ،ﺼﺎﺤب اﻟﻤﺼﻠﺤﺔ ".واﺠب ﻟﻴوم اﻟﺘﻼت ﻤﻊ ﻤﺸﺎﻫدة أﺠزاء ﻤن ﻓﻴﻠم"اﻹرﻫﺎب واﻟﻛﺒﺎب"
• ﻛﺎم ﺸﺨﺼﻴﺔ ﺸﻔﺘوﻫم وﻫم ﻤﻴن؟
• ﻫﻝ ﻛﻠﻬم ﺒﻴﺘﻛﻠﻤوا ﺒﻨﻔس اﻟطرﻴﻘﺔ؟ إزاي وﻟﻴﻪ؟
• إوﺼﻔوا اﻟﺸﺨﺼﻴﺎت )اﻟﻬدوم /اﻟﻤﻼﻤﺢ /اﻟﺘﺼرﻓﺎت(
واﺠب ﻟﻴوم اﻷرﺒﻊ ﻤﻊ ﻤﺸﺎﻫدة ﺠزء ﻤن ﻓﻴﻠم "اﻹرﻫﺎب واﻟﻛﺒﺎب"
• ﺘﻔرﻴﻎ ﻤﺸﻬد ﻗﺼﻴر )ﺤوار( ﻤﻊ إظﻬﺎر اﻟﻤﺴﺘوﻴﺎت اﻟﻠﻐﺔ اﻟﻤﺴﺘﺨدﻤﺔ.

ﻓﻲ ﻴوم اﻟرﺤﻠﺔ :اﻟﺨﻤﻴس:
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• ﻴﺴﺠﻝ اﻟطﻼب ﺤوارات ﻤﻊ اﻟﻤوظﻔﻴن واﻟﻤدﻴرﻴن .ﻤﻼﺤظﺎﺘﻬم ﻋن أﺴﻠوب اﻻﻨﺘﻘﺎﻝ واﻟدﻤﺞ ﺒﻴن
ﻋﺎﻤﻴﺔ اﻟﻤﺜﻘﻔﻴن وﻋﺎﻤﻴﺔ اﻟﻤﺘﻨورﻴن.
واﺠب ﺒﻌد اﻟرﺤﻠﺔ
• ﻓﻲ ﻤﺠﻤوﻋﺎت ،إﻋداد ﻗﺎﺌﻤﺔ ﺒﺄﻫم ﻤﺎ ﻻﺤظﻪ اﻟطﻼب ﻤن ﺨﺼﺎﺌص )ﺼوﺘﻴﺔ ،ﻗواﻋد و ﺘراﻛﻴب،
أﺴﻠوب ،ﻤﻔردات و ﺘﻌﺒﻴرات( ﺘﻤﻴز ﻓﺼﺤﻰ اﻟﻌﺼرو ﻋﺎﻤﻴﺔ اﻟﻤﺜﻘﻔﻴن وﻋﺎﻤﻴﺔ اﻟﻤﺘﻨورﻴن) .ﻓﻲ ورﻗﺔ
واﺤدة ﻤن ﻛﻝ ﻤﺠﻤوﻋﺔ(
)ﻣﻠﺣﻕ ﺃ(
ﺍﻟﺻﻔﺎﺕ ﺍﻟﻣﻣﻳﺯﺓ ﻟﻠﻣﺳﺗﻭﻳﺎﺕ ﺍﻟﻠﻐﻭﻳﺔ
ﺍﻟﻣﺳﺗﻭﻱ ﺍﻟﻠﻐﻭﻱ

ﺍﻟﺻﻔﺎﺕ ﺍﻟﺻﻭﺗﻳﺔ

ﺍﻟﺻﻔﺎﺕ ﺍﻟﻧﺣﻭﻳﺔ/ﺍﻟﺻﺭﻓﻳﺔ
ﺍﻟﺗﺻﺎﺭﻳﻑ/ﺍﻷﻭﺯﺍﻥ/ﺍﻟﻣﺷﺗﻘﺎﺕ

ﺍﻟﻛﻠﻣﺎﺕ/ﺍﻟﺗﻌﺑﻳﺭﺍﺕ
ﻭﻣﺩﻟﻭﻻﺗﻬﺎ

"ﻓﻲ ﻤﺠﻤﻊ اﻟﺘﺤرﻴر"

ﺍﻷﻣﺛﻠﺔ ﻭﺍﻷﺳﺎﻟﻳﺏ
ﺍﻟﺑﻼﻏﻳﺔ

ﺍﻟﻌﻧﺎﺻﺭ ﺍﻟﺛﻘﺎﻓﻳﺔ
ﻭﺍﻻﺟﺗﻣﺎﻋﻳﺔ ﺍﻟﺳﺎﺋﺩﺓ ﻋﻝ
ﻣﺗﺳﺗﺧﺩﻣﻲ ﺍﻟﻣﺳﺗﻭﻱ
)ﺗﻌﻠﻳﻡ ،ﺟﻧﺱ ،ﺛﻘﺎﻓﺔ ،ﺳﻥ،
ﺩﺧﻝ ،ﻁﺑﻘﺔ
ﺍﺟﺗﻣﺎﻋﻳﺔ...ﺇﻟﺦ(
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ﺘﺴﺠﻴﻝ ﻤﻔﺼﻝ ﻟﻠﺨطوات اﻹﺠراﺌﻴﺔ ﻓﻲ اﻟﻔﺼﻝ:
اﻻﺜﻨﻴن 22:ﻨوﻓﻤﺒر
.1
.2
.3
.4
.5

ﻓﺗﺢ ﺍﻟﻣﺩﺭﺱ ﺑﺎﺏ ﺍﻟﻣﻧﺎﻗﺷﺔ ﺣﻭﻝ ﻣﺎ ﺟﻣﻌﻪ ﺍﻟﻁﻼﺏ ﻣﻥ ﻣﻌﻠﻭﻣﺎﺕ ﺣﻭﻝ ﻣﺟﻣﻊ ﺍﻟﺗﺣﺭﻳﺭ :ﻭﻅﻳﻔﺗﻪ ،ﻣﻛﺎﻧﻪ ،ﺗﺎﺭﻳﺧﻪ،
ﺍﻟﻬﻳﺋﺎﺕ/ﺍﻟﻣﺻﺎﻟﺢ ﺍﻟﺣﻛﻭﻣﻳﺔ ﺍﻟﻣﻭﺟﻭﺩﺓ ﺑﻪ ،ﻣﺭﻛﺯﻳﺔ/ﻻﻣﺭﻛﺯﻳﺔ ﺍﻟﺣﻛﻭﻣﺔ ،ﺍﻟﺭﻭﺗﻳﻥ/ﺍﻟﺑﻳﺭﻭﻗﺭﺍﻁﻳﺔ.
ﻓﺗﺢ ﺍﻟﻣﺩﺭﺱ ﺑﺎﺏ ﺍﻟﻣﻧﺎﻗﺷﺔ ﺣﻭﻝ ﺍﻟﺗﻔﻛﻳﺭ ﻓﻲ ﺑﻳﻊ ﺍﻟﻣﺟﻣﻊ ﻭﻧﻘﻝ ﻣﻛﺎﺗﺑﻪ ﻭﺭﺃﻱ ﺍﻟﻁﻼﺏ ﺍﻟﺷﺧﺻﻲ ﻓﻲ ﺑﻳﻊ ﺍﻟﻣﺟﻣﻊ
ﻭﺗﺣﻭﻳﻠﻪ ﻟﻔﻧﺩﻕ.
ﺣﺻﺭ ﺍﻟﻣﺩﺭﺱ ﺍﻟﻁﻼﺏ ،ﺑﻣﺳﺎﻋﺩﺓ ﺍﻟﻣﺩﺭﺱ ،ﺍﻟﺷﺧﺻﻳﺎﺕ ﺍﻟﻣﺧﺗﻠﻔﺔ ﺍﻟﺗﻲ ﺗﺗﻭﺍﺟﺩ ﺑﺎﻟﻣﺟﻣﻊ ﺍﻟﻣﻭﻅﻑ /ﺍﻟﻣﻭﻅﻔﺔ
ﺍﻟﺣﻛﻭﻣﻳﺔ ،ﺍﻟﻣﺩﻳﺭ ﺍﻟﻌﺎﻡ ،ﺻﺎﺣﺏ ﺍﻟﻣﺻﻠﺣﺔ.
ﺗﺑﺎﺩﻝ ﺍﻟﻣﺩﺭﺱ ﻭﺍﻟﻁﻼﺏ ﺍﻟﻧﻛﺎﺕ ﻭﺍﻟﻘﻔﺷﺎﺕ ﻋﻥ ﺍﻟﺭﻭﺗﻳﻥ ﺍﻟﺣﻛﻭﻣﻲ ﻭﺍﻟﻣﻭﻅﻔﻳﻥ.
ﺍﻟﻭﺍﺟﺏ :ﻣﺷﺎﻫﺩﺓ ﺍﻟﻣﺷﺎﻫﺩ 21:00 ،04:4 ،01:00 :ﻣﻥ ﻓﻳﻠﻡ "ﺍﻹﺭﻫﺎﺏ ﻭﺍﻟﻛﺑﺎﺏ" ﻭﺍﻟﺗﻌﺭﻑ ﻋﻠﻲ ﺷﻛﻝ ﺍﻟﻣﺟﻣﻊ
ﻭﺍﻟﺷﺧﺻﻳﺎﺕ ﺍﻟﻣﺗﻭﺍﺟﺩﺓ ﺑﻪ.

اﻟﺜﻼﺜﺎء 23:ﻨوﻓﻤﺒر
.1
.2

.3
.4
.5

ﺷﺎﻫﺩ ﺍﻟﻁﻼﺏ ﺍﻟﻣﺷﺎﻫﺩ 21:00 ،04:4 ،01:00 :ﻣﻥ ﻓﻳﻠﻡ "ﺍﻹﺭﻫﺎﺏ ﻭﺍﻟﻛﺑﺎﺏ" ﻭ ﻓﺗﺢ ﺍﻟﻣﺩﺭﺱ ﺑﺎﺏ ﺍﻟﻣﻧﺎﻗﺷﺔ ﺣﻭﻝ
ﺷﻛﻝ ﺍﻟﻣﺟﻣﻊ ﻭﺍﻟﺷﺧﺻﻳﺎﺕ ﺍﻟﻣﺗﻭﺍﺟﺩﺓ ﺑﻪ.
ﺷﺎﻫﺩ ﺍﻟﻁﻼﺏ ﺍﻟﻣﺷﺎﻫﺩ 24:15 ،23:11 ،21:00 ،04:4 ،01:00 :ﻣﻥ ﻓﻳﻠﻡ "ﺍﻹﺭﻫﺎﺏ ﻭﺍﻟﻛﺑﺎﺏ " ﻭﺗﻌﺭﻓﻭﺍ ﻋﻠﻲ
ﻣﺳﺗﻭﻱ ﺍﻟﻠﻐﺔ ﺍﻟﻣﺳﺗﺧﺩﻣﺔ ﺑﻭﺍﺳﻁﺔ ﻛﻝ ﺷﺧﺻﻳﺔ .ﻟﻡ ﻳﺭﻛﺯ ﺍﻟﻣﺩﺭﺱ ﻋﻠﻲ ﻓﻬﻡ ﺍﻟﻁﻼﺏ ﻟﻠﺣﻭﺍﺭ ﺑﺄﻛﻣﻠﻪ ﻭﺇﻧﻣﺎ ﺭﻛﺯ
ﻋﻠﻲ ﺍﻟﻔﻛﺭﺓ ﺍﻟﻌﺎﻣﺔ ﻭﻣﺳﺗﻭﻳﺎﺕ ﺍﻟﻠﻐﺔ ﺍﻟﻣﺳﺗﺧﺩﻣﺔ.
ﻓﺗﺢ ﺍﻟﻣﺩﺭﺱ ﺑﺎﺏ ﺍﻟﻣﻧﺎﻗﺷﺔ ﺣﻭﻝ ﺍﻟﺧﻠﻔﻳﺔ ﺍﻟﺛﻘﺎﻓﻳﺔ ،ﺍﻹﺟﺗﻣﺎﻋﻳﺔ ،ﺍﻹﻗﺗﺻﺎﺩﻳﺔ ،ﻭ ﺍﻟﺗﻌﻠﻳﻣﻳﺔ ﻟﻠﻣﻭﻅﻔﻳﻥ/ﺃﺻﺣﺎﺏ
ﺍﻟﻣﺻﺎﻟﺢ.
ﺣﻠﻝ ﺍﻟﻁﻼﺏ ،ﺑﻣﺳﺎﻋﺩﺓ ﺍﻟﻣﺩﺭﺱ ،ﻣﺩﻱ ﻣﻼﺋﻣﺔ ﻣﺳﺗﻭﻱ ﻟﻐﺔ ﺍﻟﺣﻭﺍﺭ ﻟﻠﻣﻭﺿﻭﻉ ،ﺍﻟﻣﻭﻗﻑ ،ﺍﻟﻣﻛﺎﻥ.
ﺍﻟﻭﺍﺟﺏ :ﺗﻔﺭﻳﻎ ﺍﻟﻣﺷﻬﺩ 1:36:00ﻭﺇﻅﻬﺎﺭ ﻣﺳﺗﻭﻳﺎﺕ ﺍﻟﻠﻐﺔ ﺍﻟﻣﺳﺗﺧﺩﻣﺔ ﺑﻪ.

اﻷرﺒﻌﺎء 24:ﻨوﻓﻤﺒر
 .1ﺷﺎﻫﺩ ﺍﻟﻁﻼﺏ ﺍﻟﻣﺷﺎﻫﺩ 35:49 ،34:43 ،24:15 ،23:11 ،21:00 ،04:4 ،01:00 :ﻣﻥ ﻓﻳﻠﻡ "ﺍﻹﺭﻫﺎﺏ
ﻭﺍﻟﻛﺑﺎﺏ " ﻭﻧﺎﻗﺷﻭﺍ ﻣﻊ ﺍﻟﻣﺩﺭﺱ ﺍﻟﻌﻭﺍﻣﻝ ﺍﻟﻠﻐﻭﻳﺔ ﺍﻟﻣﻣﻳﺯﺓ ﻟﻛﻝ ﻣﺳﺗﻭﻱ .ﺭﻛﺯ ﺍﻟﻣﺩﺭﺱ ﻋﻠﻲ ﺍﻟﻔﻬﻡ ﺍﻟﻛﺎﻣﻝ ﻟﻠﺣﻭﺍﺭ
ﻋﻥ ﻁﺭﻳﻕ ﺇﻋﺎﺩﺓ ﺗﺷﻐﻳﻝ ﺍﻟﻣﺷﺎﻫﺩ ﻭﻣﺳﺎﻋﺩﺓ ﺍﻟﻁﻼﺏ ﻋﻠﻲ ﺍﻟﻔﻬﻡ ﻭﺍﻟﺗﺳﺟﻳﻝ.
 .2ﺗﺣﻠﻳﻝ ﺍﻟﻠﻐﺔ ﺍﻟﻣﺳﺗﺧﺩﻣﺔ ﻓﻲ ﺍﻟﻣﺟﻣﻊ ﺑﻭﺍﺳﻁﺔ ﻧﻣﺎﺫﺝ ﻣﺧﺗﻠﻔﺔ ﻣﻥ ﺍﻟﻣﺟﺗﻣﻊ ﺍﻟﻣﺻﺭﻱ
 .3ﻋﻣﻝ ﻗﻭﺍﺋﻡ ﻣﺑﺩﺋﻳﺔ ﺑﺄﻫﻡ ﺍﻟﺻﻔﺎﺕ ﺍﻟﻣﻣﻳﺯﺓ ﻟﻛﻝ ﻣﺳﺗﻭﻯ ﻟﻐﻭﻱ )ﻣﻠﺣﻕ ﺃ( ﻟﺗﻛﻭﻥ ﻧﻭﺍﺓ ﻟﻠﻣﺷﺭﻭﻉ ﺍﻟﻧﻬﺎﺋﻲ.

اﻟﺨﻤﻴس 25:ﻨوﻓﻤﺒر
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.1
.2
.3

.4
.5

ﺍﻧﻘﺳﻡ ﺍﻟﻁﻼﺏ ﺇﻟﻲ ﻣﺟﻣﻭﻋﺗﻳﻥ ﻭﺑﺻﺣﺑﺔ ﻛﻝ ﻣﺟﻣﻭﻋﺔ ﻣﺩﺭﺱ.
ﺫﻫﺑﺕ ﺍﻟﻣﺟﻣﻭﻋﺎﺕ ﺇﻟﻲ ﻣﺟﻣﻊ ﺍﻟﺗﺣﺭﻳﺭ ﻭﺗﺟﻭﻟﺕ ﺑﺄﺩﻭﺍﺭﻩ ﺍﻟﻣﺧﺗﻠﻔﺔ ﻟﻠﺗﻌﺭﻑ ﻋﻠﻲ ﻣﺎ ﻳﺣﺗﻭﻳﻪ ﻣﻥ ﻫﻳﺋﺎﺕ ﻭﺇﺩﺍﺭﺍﺕ.
ﺃﻗﺎﻡ ﺍﻟﻁﻼﺏ ﺣﻭﺍﺭﺍﺕ ﻣﻊ ﻣﻭﻅﻔﻳﻥ/ﻣﺩﻳﺭﻳﻥ ﻟﻠﺣﺻﻭﻝ ﻋﻠﻲ ﻣﻌﻠﻭﻣﺎﺕ ﺣﻭﻝ ﺧﺩﻣﺎﺕ ﻣﺧﺗﻠﻔﺔ ﻣﺛﻝ :ﺇﻧﺷﺎء ﻧﺷﺎﻁ
ﺗﺟﺎﺭﻱ ﻭﺟﻠﺏ ﻋﻣﺎﻟﺔ ،ﺍﻟﺣﺻﻭﻝ ﻋﻠﻲ ﺇﻗﺎﻣﺔ ﺑﻣﺻﺭ ،ﺃﻣﺎﻛﻥ ﻭﺇﻣﻛﺎﻧﻳﺎﺕ ﻣﺭﺍﻛﺯ ﺍﻟﺷﺑﺎﺏ ﺑﻣﺻﺭ ،ﺍﻟﺣﺻﻭﻝ ﻋﻠﻲ
ﺗﺻﺭﻳﺢ ﻋﻣﻝ ﻛﻣﺭﺍﺳﻝ ﺻﺣﻔﻲ .ﻣﻥ ﺍﻟﻣﻭﺍﻗﻑ ﺍﻟﻁﺭﻳﻔﺔ ﺃﻥ ﻁﺎﻟﺑﺔ ﻗﺩ ﻗﺎﻣﺕ ﻓﻌﻼً ﺑﺎﻟﺣﺻﻭﻝ ﻋﻠﻲ ﻁﻠﺏ ﻛﺎﻧﺕ ﻓﻲ
ﺣﺎﺟﺔ ﺇﻟﻳﻪ ﻭﺃﺧﺭﻱ ﺫﻫﺑﺕ ﺇﻟﻲ ﻣﺑﺎﺣﺙ ﺍﻵﺩﺍﺏ ﻣﺩﻋﻳﺔ ﻋﺩﻡ ﻋﻠﻣﻬﺎ ﺑﻣﻬﺎﻡ ﻫﺫﺍ ﺍﻟﻘﺳﻡ ﻟﺗﺳﺟﻝ ﺭﺩﻭﺩ ﺃﻓﻌﺎﻝ ﺍﻟﻧﺎﺱ
ﻧﻅﺭﺗﻬﻡ ﻟﻬﺎ.
ً
ً
ﺳﺟﻝ ﺍﻟﻁﻼﺏ ﺟﻣﻳﻊ ﺍﻟﻣﻘﺎﺑﻼﺕ ﺗﺳﺟﻳﻼ ﺻﻭﺗﻳﺎ ﻹﻋﺎﺩﺓ ﺍﻹﺳﺗﻣﺎﻉ ﻭﺍﻟﺗﻌﺭﻑ ﻋﻠﻲ ﻣﺩﻱ ﻧﺟﺎﺣﻬﻡ ﻓﻲ ﺍﺳﺗﺧﺩﺍﻡ
ﺍﻟﻣﺳﺗﻭﻳﺎﺕ ﺍﻟﻣﻧﺎﺳﺑﺔ ﻟﻛﻝ ﻣﻛﺎﻥ ﻭﻣﻭﻗﻑ.
ﺍﻟﻭﺍﺟﺏ :ﻗﺳﻡ ﺍﻟﻁﻼﺏ ﺇﻟﻲ ﻣﺟﻣﻭﻋﺎﺕ ﻟﻠﺗﺣﺎﻭﺭ ﻭﺗﺑﺎﺩﻝ ﺍﻟﺧﺑﺭﺍﺕ ﻭﺍﺳﺗﺧﺩﺍﻡ ﺍﻟﻣﻠﺣﻕ )ﺃ( ﻓﻲ ﺗﺟﻣﻳﻊ ﺍﻟﺻﻔﺎﺕ ﺍﻟﺧﺎﺻﺔ
ﺑﻛﻝ ﻣﺳﺗﻭﻱ ﻟﻐﻭﻱ.
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Demographic Survey
1. Are you Male or Female?
-----------------------------------------------------------------------------------------2. What is your age?
-----------------------------------------------------------------------------------------3. What is the highest level of education you have completed?
-----------------------------------------------------------------------------------------4. What is your nationality?
-----------------------------------------------------------------------------------------5. What is your country of origin?
-----------------------------------------------------------------------------------------6. What is your profession?
-----------------------------------------------------------------------------------------7. What are the languages you speak?
-----------------------------------------------------------------------------------------8. What is your current Arabic level?
------------------------------------------------------------------------------------------

9. How long have you studied Arabic (Modern Standard/Dialects)?
------------------------------------------------------------------------------------------
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10. What is the score of your last OPI (Oral Proficiency Interview)?
-----------------------------------------------------------------------------------------11. What Arabic speaking countries have you visited/resided in?
-----------------------------------------------------------------------------------------12. Who do you live with (alone, parents, spouse, mates)?
-----------------------------------------------------------------------------------------What are their nationalities (if available)?
-----------------------------------------------------------------------------------------13. What are the language(s) used at home?
-----------------------------------------------------------------------------------------14. What Arabic-learning program are you currently enrolled in?
-----------------------------------------------------------------------------------------15. How long are you planning to stay in Egypt?
-----------------------------------------------------------------------------------------16. How do you describe your understanding of Egyptian culture?
------------------------------------------------------------------------------------------

Appendix E: Arabic Language Varieties Recognition &
Production Exam
Arabic Language Varieties Recognition & Production
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Name:…………………………………………….
Part 1
Directions:
Listen carefully to the narratorand tick the answer that best completes the missing part of the text
according to the language variety used in each narration:
 is writtenﻗﻁﺭ Note: these authentic texts are transcribed as pronounced by native speakers. (e.g
) ﺃﻁﺭ as
ﺍﺳﺗﻣﻊ ﺟﻳﺩﺍً ﺇﻟﻲ ﺍﻟﺟﺯء ﺍﻟﻣﻘﺭﻭء ﻭﺍﺧﺗﺭ ﺃﻧﺳﺏ ﺇﺟﺎﺑﺔ )ﻣﻥ ﺣﻳﺙ ﻣﺳﺗﻭﻱ ﺍﻟﻠﻐﺔ ﺍﻟﻣﻧﺎﺳﺏ( ﺗﻛﻣﻝ ﺍﻟﺟﻣﻠﺔ ﺍﻟﻧﺎﻗﺻﺔ :
ﻣﻠﺣﻭﻅﺔ :ﺍﻟﺟﻣﻝ ﻣﻛﺗﻭﺑﺔ ﻛﻣﺎ ﺗﻧﻁﻕ ﺑﻭﺍﺳﻁﺔ ﺃﻫﻝ ﺍﻟﻠﻐﺔ .ﻣﺛﺎﻝ :ﻗﻁﺭ ﺗﻛﺗﺏ ﺃﻁﺭ
Questions
.1
ﺃ  -ﻭﺑﺋﺕ ﺍﻟﺣﻳﺎﺓ ﻗﻁﺭ ﻭﺍﺣﺩ ﺗﺟﺭﻩ ﻗﺎﻁﺭﺓ ﻭﺍﺣﺩﺓ
ﺏ  -ﻭﺃﺻﺑﺣﺕ ﺍﻟﺣﻳﺎﺓ ﻗﻁﺎﺭﺍً ﻣﻭﺣﺩﺍً ﺗﺟﺭﻩ ﻗﺎﻁﺭﺓ ﻭﺍﺣﺩﺓ
ﺝ -ﻭﺑﺋﺕ ﺍﻟﺣﻳﺎﺓ ﺃﻁﺭ ﻭﺍﺣﺩ ﺗﺟﺭﻩ ﺁﻁﺭﺓ ﻭﺍﺣﺩﺓ
.2
ﺃ  -ﻟﻣﺎ ﻛﺎﻥ ﻳُﺳﺗﻌﻣﻝ ﻓﻲ ﺗﻠﻙ ﺍﻷﺯﻣﺎﻥ ﺍﻟﺳﺣﻳﻘﺔ
ﺏ  -ﻟﻣﺎ ﻛﺎﻥ ﻳﺗﻡ ﺍﺳﺗﻌﻣﺎﻟﻪ ﻓﻲ ﻓﻲ ﺍﻷﻳﺎﻡ ﺩﻱ
ﺝ  -ﻟﻠﻲ ﻛﺎﻥ ﺑﻳﺳﺗﻌﻣﻝ ﺯﻣﺎﻥ ﺃﻭﻱ ﻛﺩﺓ
.3
ﺃ  -ﻟﺫﺍ ﻓﻬﻭ ﻻ ﻳﻌﺑﺄ ﺑﺄﻱ ﺷﻳﺊ!
ﺏ  -ﻳﻌﻧﻲ ﻣﻥ ﺍﻻﺧﺭ ﻣﺵ ﻫﺎﻣﻪ ﺣﺎﺟﻪ!
ﺝ  -ﻳﻌﻧﻲ ﻫﻭ ﻻ ﻳﻬﺗﻡ ﺑﺄﻱ ﺣﺎﺟﺔ!
.4
ﺃ  -ﺳﺑﻭﺑﺔ
ﺏ  -ﻁﺭﻳﺋﺔ ﻟﻡ ﻓﻠﻭﺱ
ﺝ  -ﻭﺳﻳﻠﺔ ﻟﻠﺣﺻﻭﻝ ﻋﻠﻲ ﺍﻷﻣﻭﺍﻝ ﻓﻘﻁ
.5
ﺃ  -ﺁﻩ ﺑﺗﻐﻳﺭﻱ ﺍﻟﺣﻔﺎﻅﺔ ﻟﻠﻭﻟﺩ
ﺏ  -ﺁﻩ ﺑﺗﻐﻳﺭﻱ ﺍﻟﺑﺎﻣﺑﺭﺯ ﻟﻠﻭﻟﺩ
ﺕ  -ﺁﻩ ﺑﺗﻐﻳﺭﻱ ﺍﻟﻛﺎﻓﻭﻟﺔ ﻟﻠﻭﺍﺍﺍﺍﺍﺩ
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ﺃ -ﻧﺣﻣﻝ ﻣﻠﻑ
ﺏ -ﻧﺩﺍﻭﻧﻠﻭﻭﺩ ﻓﺎﻳﻝ
ﺝ -ﻧﻧﺯﻝ ﻣﻠﻑ
.7
ﺃ -ﻳﺷﻬﺩ ﻟﻬﻡ ﺑﺄﻧﻬﻡ ﺷﻌﺏ ﺧﻔﻳﻑ ﺍﻟﻅﻝ
ﺏ -ﻳﺷﻬﺩﻟﻬﻡ ﺑﺈﻧﻬﻡ ﺷﻌﺏ ﺩﻣﻪ ﺧﻔﻳﻑ
ﺝ -ﻳﺷﻬﺩﻟﻬﻡ ﺇﻧﻬﻡ ﺷﻌﺏ ﻛﻭﻝ )(cool
.8
ﺃ -ﺑﻳﻁﺑﻕ ﻓﻳﻬﺎ ﺍﻟﻧﻅﺎﻡ ﺩﻩ
ﺏ -ﻳﻁﺑﻕ ﻓﻳﻬﺎ ﻫﺫﺍ ﺍﻟﻧﻅﺎﻡ
ﺝ -ﻳﺗﻡ ﺗﻁﺑﻳﻕ ﻫﺫﺍ ﺍﻟﻧﻅﺎﻡ ﺑﻬﺎ
.9
ﺃ -ﻭﺇﻟﻠﻲ ﻳﺳﺗﺟﻳﺏ ﻷﻭﺍﻣﺭ ﷲ
ﺏ -ﻭﺇﻟﻠﻲ ﻳﺳﻣﻊ ﻛﻼﻡ ﺭﺑﻧﺎ
ﺝ -ﻭﻣﻥ ﻳﺳﺗﺟﺏ ﻷﻭﺍﻣﺭ ﷲ ﺗﻌﺎﻟﻰ
.10
ﺃ -ﻻ ﻳﺳﺎﻭﻭﻥ ﺛﻣﻥ ﺍﻟﺭﻏﻳﻑ
ﺏ -ﻣﺎ ﻳﺟﻳﺑﻭﺵ ﺣﺄ ﺍﻟﺭﻏﻳﻑ
ﺝ -ﻣﺎﻳﺟﻳﺑﻭﺵ ﺣﻕ ﺍﻟﺭﻏﻳﻑ

Part 2
Directions:
Read the following text and use the appropriate language variety to narrate it respectively
to:

-
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1. A government official
2. A friend
3. An office boy
ﺍﻗﺭﺃ ﻫﺫﺍ ﺍﻟﺧﺑﺭ ﻭﺍﺣﻛﻳﻪ ﺑﻣﺳﺗﻭﻱ ﻟﻐﺔ ﻣﻧﺎﺳﺏ ﻟﻛﻝ ﻣﻥ:
 .1ﻣﺳﺋﻭﻝ ﺣﻛﻭﻣﻲ
 .2ﺻﺩﻳﻕ
 .3ﺳﺎﻋﻲ

http://www.bbc.co.uk/arabic/scienceandtech/2010/07/100724_computer_india_35.shtml

 35ﺩﻭﻻﺭﺍ ﺳﻌﺮ ﻛﻤﺒﻴﻮﺗﺮ ﻫﻨﺪﻱ ﻳﻌﻤﻞ ﺑﺎﻟﻠﻤﺲ

ﺗﻧﻭﻱ ﺍﻟﻬﻧﺩ ﺗﺧﻔﻳﺽ ﺳﻌﺭﻩ ﺍﻟﻰ  20ﺛﻡ  10ﺩﻭﻻﺭﺍﺕ
ﻛﺸﻔﺖ ﺍﻟﻬﻨﺪ ﻋﻦ ﺟﻬﺎﺯ ﻛﻤﺒﻴﻮﺗﺮ ﺑﺸﺎﺷﺔ ﺗﻌﻤﻞ ﺑﺎﻟﻠﻤﺲ ،ﻻ ﻳﺘﻌﺪﻯ ﺳﻌﺮﻩ  35ﺩﻭﻻﺭﺍ،
ﺻﻤﻢ ﻣﻦ ﺍﺟﻞ ﺗﻘﺮﻳﺐ ﺗﻘﻨﻴﺎﺕ ﺍﻟﻤﻌﻠﻮﻣﺎﺕ ﻟﻠﺘﻼﻣﻴﺬ ﻭﺍﻟﻄﻠﺒﺔ ﻭﺗﻤﻜﻴﻨﻬﻢ ﻣﻦ ﺗﻌﻠﻴﻢ ﺍﻓﻀﻞ.
ﻭﺳﻴﻜﻮﻥ ﺍﻟﻌﺮﺽ ﻣﻔﺘﻮﺣﺎ ﺍﻣﺎﻡ ﺗﻼﻣﻴﺬ ﺍﻟﻤﺪﺍﺭﺱ ﻭﻁﻠﺒﺔ ﺍﻟﺠﺎﻣﻌﺎﺕ ﻣﻦ ﺷﺘﻰ
ﺍﻟﻤﺴﺘﻮﻳﺎﺕ ،ﺣﺴﺐ ﻣﺎ ﺍﻋﻠﻦ ﻭﺯﻳﺮ ﺍﻟﻤﻮﺍﺭﺩ ﺍﻟﺒﺸﺮﻳﺔ ﻭﺍﻟﺘﻨﻤﻴﺔ ﻛﺎﺑﻴﻞ ﺳﻴﺒﺎﻝ ﻟﻠﺼﺤﺎﻓﻴﻴﻦ.
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ﻭﻳﻌﻤﻞ ﻫﺬﺍ ﺍﻟﺠﻬﺎﺯ ﺯﻫﻴﺪ ﺍﻟﺜﻤﻦ ﺍﻳﻀﺎ ﺑﺎﻟﻄﺎﻗﺔ ﺍﻟﺸﻤﺴﻴﺔ ،ﻭﻫﻮ ﻣﺠﻬﺰ ﺑﻤﺘﺼﻔﺢ ﺍﻧﺘﺮﻧﺖ
ﻭﻗﺎﺭﺉ ﻣﻠﻔﺎﺕ ﺑﻲ ﺩﻱ ﺍﻑ ﻭﻗﺎﺭﺉ ﻣﺘﻌﺪﺩ ﺍﻟﻮﺳﺎﺋﻂ ﻭﻭﻅﻴﻔﺔ ﺗﺴﻤﺢ ﺑﺎﻟﺘﻮﺍﺻﻞ ﻋﺒﺮ
ﺍﻟﻔﻴﺪﻳﻮ.
ﻭﻣﻦ ﻣﺰﺍﻳﺎ ﻫﺬﺍ ﺍﻟﻜﻤﺒﻴﻮﺗﺮ ﺍﻟﻤﺮﻭﻧﺔ ﺍﻟﺘﻲ ﺭﻛﺐ ﺑﻬﺎ ﺣﻴﺚ ﻳﻤﻜﻦ ﺑﺴﻬﻮﻟﺔ ﺗﻐﻴﻴﺮ ﻗﻄﻌﻪ ﺍﻭ
ﺍﺿﺎﻓﺔ ﺍﺧﺮﻯ ﻟﺘﺤﺴﻴﻦ ﺍﺩﺍﺋﻪ ،ﻣﻦ ﺫﺍﻛﺮﺓ "ﺭﺍﻡ" ﻭﻏﻴﺮﻫﺎ.
ﻭﺳﻴﻜﻮﻥ ﺍﻟﺘﻼﻣﻴﺬ ﺍﻭﻝ ﻣﺴﺘﺨﺪﻣﻲ ﺍﻟﺠﻬﺎﺯ ﺍﻋﺘﺒﺎﺭﺍ ﻣﻦ ﺍﻟﻌﺎﻡ ﺍﻟﻤﻘﺒﻞ .ﻭﻗﺎﻝ ﻛﺎﺑﻴﻞ ﺳﻴﺒﺎﻝ
ﺍﻥ ﺍﻟﺤﻜﻮﻣﺔ ﺑﺎﻣﻜﺎﻧﻬﺎ ﺩﻋﻢ ﺷﺮﺍء ﺍﻟﺠﻬﺎﺯ ﺑﻨﺴﺒﺔ  50ﺑﺎﻟﻤﺌﺔ.
ﻭﺗﻨﻮﻱ ﺍﻟﻮﺯﺍﺭﺓ ﺗﺠﻬﻴﺰ ﻣﺆﺳﺴﺎﺕ ﺍﻟﺘﻌﻠﻴﻢ ﺍﻟﻌﺎﻟﻲ ﺍﻟﺒﺎﻟﻎ ﻋﺪﺩﻫﺎ  22ﺍﻟﻔﺎ ﻓﻲ ﺍﻟﻬﻨﺪ ﺑﺨﻂ
ﺭﻗﻤﻲ ﻟﻼﻧﺘﺮﻧﺖ ﺳﺮﻳﻊ ﻟﺘﻤﻜﻴﻦ ﺍﻟﻄﻼﺏ ﺑﺎﺳﺘﺨﺪﺍﻡ ﺍﻟﺠﻬﺎﺯ ﺍﻟﺠﺪﻳﺪ ،ﺣﺴﺐ ﻣﺎ ﻧﻘﻠﺖ
ﻭﻛﺎﻟﺔ ﻓﺮﺍﻧﺲ ﺑﺮﺱ ﻋﻦ ﻧﺎﻁﻘﺔ ﺑﺎﺳﻢ ﺍﻟﺤﻜﻮﻣﺔ.
ﻭﺗﺠﺮﻱ ﺍﻟﺤﻜﻮﻣﺔ ﺍﻟﺘﻲ ﺗﺎﻣﻞ ﻓﻲ ﺍﻥ ﺗﺘﻤﻜﻦ ﻣﻦ ﺗﺨﻔﻴﺾ ﻛﻠﻔﺔ ﺍﻧﺘﺎﺝ ﺍﻟﺠﻬﺎﺯ ﺍﻟﻰ 20
ﺩﻭﻻﺭﺍ ﺛﻢ  10ﺩﻭﻻﺭﺍﺕ ،ﻣﻔﺎﻭﺿﺎﺕ ﻣﻊ ﻋﺪﺓ ﺷﺮﻛﺎﺕ ﻟﺒﺪء ﺍﻻﻧﺘﺎﺝ ﻋﻠﻰ ﻧﻄﺎﻕ ﻭﺍﺳﻊ.

Appendix F:Production Evaluation Rubric
Varieties Recognition & Production Exam
Production Evaluation Rubric

Description

Score
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5

-

4

-

3

-

2

-

1

-

Consistently selects the appropriate variety that best suits the situation
and the interlocutors.
Spontaneously switches varieties based on context, degree of formality,
and interlocutors.
Consistently uses vocabulary/expressions/structures appropriate for
each variety.
Pronunciation/articulation of sounds is appropriate for each variety.
Generally selects the appropriate variety that best suits the situation
and the interlocutors.
Generally switches varieties based on context, degree of formality, and
interlocutors.
Generally uses vocabulary/expressions/structures appropriate for each
variety.
Pronunciation/articulation of sounds is often appropriate for each
variety.
Occasionally selects the appropriate variety that best suits the situation
and the interlocutors.
Sometimes switches varieties based on context, degree of formality,
and interlocutors.
Sometimes uses vocabulary/expressions/structures appropriate for
each variety.
Pronunciation/articulation of sounds is occasionally appropriate for
each variety.
Inconsistently selects the appropriate variety that best suits the
situation and the interlocutors.
Rarely switches varieties based on context, degree of formality, and
interlocutors.
Uses mixed vocabulary/expressions/ structures.
Mixed pronunciation/articulation of sounds.
Inability/absence of conceptualization to select the appropriate variety
that best suits the situation and the interlocutors.
Uses only 1 variety.
Uses only a fixed set of vocabulary/expressions/structures.
1 form of pronunciation/articulation of sounds.

Appendix G: Intercultural Communicative Competence Abilities
Questionnaire (Fantini, 2006)
Please respond to the questions in each of the four categories below, using the scale from
0 (= Not at all) to 5 (= Extremely High). Mark with an (X) to indicate your ability.

Knowledge
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Appendix H: End-of-course Survey
End of Course Survey
ADD a scale Please
1. On a scale of 1 to 5, how do you rate this course?
Excellent

Very Good

Average

Below Average

Poor

2. Did the course enhance your understanding of the Egyptian culture in any way? If yes, how?
……………………………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………………………
3. Did the course enhance your ability to recognize and produce Arabic varieties? If yes, how?
……………………………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………………………
4. Did the course meet your expectations?
……………………………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………………………
5. What are the strongest points of the course?
……………………………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………………………
6. What are the weakest points of the course?
……………………………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………………………
7. What are your recommendations to improve the course?
……………………………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………………………
8. Would you recommend this course for your colleagues?
……………………………………………………………………………………………………………………………………………………………
9. Is there anything you would like to add?
……………………………………………………………………………………………………………………………………………………………
……………………………………………………………………………………………………………………………………………………………
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Appendix I: Varieties Features Compilation List
ﺍﻟﺻﻔﺎﺕ ﺍﻟﻣﻣﻳﺯﺓ ﻟﻠﻣﺳﺗﻭﻳﺎﺕ ﺍﻟﻠﻐﻭﻳﺔ
ﺍﻟﻣﺳﺗﻭﻱ ﺍﻟﻠﻐﻭﻱ

ﺍﻟﺻﻔﺎﺕ ﺍﻟﺻﻭﺗﻳﺔ

ﺍﻟﺻﻔﺎﺕ ﺍﻟﻧﺣﻭﻳﺔ/ﺍﻟﺻﺭﻓﻳﺔ
ﺍﻟﺗﺻﺎﺭﻳﻑ/ﺍﻷﻭﺯﺍﻥ/ﺍﻟﻣﺷﺗﻘﺎﺕ

ﺍﻟﻛﻠﻣﺎﺕ/ﺍﻟﺗﻌﺑﻳﺭﺍﺕ
ﻭﻣﺩﻟﻭﻻﺗﻬﺎ

ﺍﻷﻣﺛﻠﺔ ﻭﺍﻷﺳﺎﻟﻳﺏ
ﺍﻟﺑﻼﻏﻳﺔ

ﺍﻟﻌﻧﺎﺻﺭ ﺍﻟﺛﻘﺎﻓﻳﺔ
ﻭﺍﻻﺟﺗﻣﺎﻋﻳﺔ ﺍﻟﺳﺎﺋﺩﺓ ﻋﻝ
ﻣﺗﺳﺗﺧﺩﻣﻲ ﺍﻟﻣﺳﺗﻭﻯ
)ﺗﻌﻠﻳﻡ ،ﺟﻧﺱ ،ﺛﻘﺎﻓﺔ ،ﺳﻥ،
ﺩﺧﻝ ،ﻁﺑﻘﺔ
ﺍﺟﺗﻣﺎﻋﻳﺔ...ﺇﻟﺦ(
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Appendix J: Course Poster
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